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ABSTRACT
The purpose of this study is to design, implement, and
evaluate the listening and writing effects of training modules
on the learning of grammar skills by higher education busi
ness communications students.
The specific curriculum focus of this study is business
communications in higher education.

The literature reflects

the need for effective listening in both classroom and busi
ness settings.

In addition strong support for teaching

writing can be found in the literature.

Also, the litera

ture reveals a moderate to strong relationship existing
between listening skills and writing skills.
However, the literature reflects little concern with
the methods needed to develop these skills with business
communications students in higher education.

This study

investigates a way to teach business communications stu
dents these skills and assesses the impact of various
instructional plans on the acquisition of grammar skills.
The participants in the study were business communi
cations students at Louisiana State University in Baton
Rouge during the fall semester of the 1981-82 academic
year.
The study analyzed the effects of an experimental
group receiving a treatment in listening, in writing, and
x

the combination of listening and writing, and a control
group receiving a standard instructional treatment.

All

students in this study received the pretest and the post
test.
An analysis of covariance was used to test four
research hypotheses.

Three of the four hypotheses were

confirmed by the analysis, and the results of the analysis
of covariance show minor differences between the listening
treatment and the standard instructional activity.
Additional analysis was done because of concern for
pretesting ceiling effects.

The results of this analysis

were comparable to the original analysis.
The study indicates that teaching business communi
cations students writing and the combination of listening
and writing will improve their scores on the Grammar
Survey.

xi

CHAPTER 1
INTRODUCTION
Educators and psychologists long have been interested in
the concept of learning.

This interest has been stimulated

by the practical need to understand and help students learn
the various academic disciplines in classroom settings.

The

research literature on learning reflects at least five cate
gories of learning theories that have developed over time:
mental discipline,

(2)

information processing,

stimulus response,
(4)

(3)

social, and (5)

cognitive and
observational.

Several definitions of learning have been advanced.
the definitions have the common element of:
by practice

(Hergenhahn,

1975; Davis, Alexander,

(1)

All of

changing behavior

1976; Hilgard and Bower,
and Yelon, 1974; and Gagne,

1977).

In addition to learning, educators are concerned with
instruction.

The literature reveals a growing interest in the

theories of instruction developed by Gagne, Bruner, and
Bugelski, all of whom view theories of instruction as
prescriptions for better teaching.

Theories of instruction

developed from the learning theories, which are concerned with
how people learn.

Theories of instruction are concerned with

how teachers teach.
Educators also have developed specific courses of action
to help teachers teach and to help learners learn.

These

2

plans of action are called teaching models.
popular models of teaching include:
active,

(3)

cation.

(1)

The four most

personal,

information-processing, and

(4)

(2)

inter

behavior modifi

Each model serves a specific purpose but, as a group,

they are aids to the instructional process.

(Joyce and Weil,

1972) .
To facilitate learning and instruction, communication
must occur.

Communication is the act of sending a message

which involves a sender and a receiver
1981).

(Himstreet and Baty,

In terms of learning theory, the student is the receiver

of the message.

The student is concerned with learning the in

formation received.

In terms of instructional theory, the

teacher is the sender of the message.

Therefore, learning

theory and instructional theory are involved in the communica
tion process.
Communication includes four areas:
speaking,
be learned

(3)

reading, and

(DiGaetani,

(4)

(1) listening,

writing.

1980; Eisenberg,

(2)

Listening skills can

1978; Hayes,

1981;

Haynes,

1981; Hollingsworth,

1980) .

Effective listening takes time, energy, and concentra

tion.

1974; and Lee, Benoit, e t . a l .,

Listening is the first skill learned, and writing the

fourth skill learned.

But, writing is the first skill taught,

and listening is the fourth skill taught

(Steil, et. a l ., 1983).

Although listening and writing are viewed as separate
skills, a positive but moderate relationship between the two
skills has been established in the literature.

This relation

ship grows stronger as a child progresses through school.

Such a relationship suggests to educators and researchers
that both skills should be taught in the classroom (Gold,
1973; Lundsteen, 1979; Spearritt,
Wolvin and Coakley, 1982).

1979; Winter,

1966; and

Within this context, not much is

known about the effects of planned instructional strategies
aimed.at improving communication skills and their effects on
higher education business communications students.

Thus,

it

would seem that a positive relationship between the two skills
would exist for higher education students.
THE PROBLEM OF THE STUDY
The problem of this study concerns the lack of available
statistically significant listening and writing teaching models
for use by higher education business communications instructors
in helping students improve their writing skills and their
listening skills.

The literature reflects an abundance of

information reporting that writing and listening are important
communication skills and should be taught in the business
communications classroom.
STATEMENT OF PURPOSE
The purpose of this study is to design,

implement, and

evaluate the listening and writing effects of training modules
on the learning of grammar skills by higher education business
communications students.

This study investigates the question,

"Can listening training and writing training or a combination

of these techniques impact the writing skills of higher
education business communications students?"
SIGNIFICANCE OF THE STUDY
This study is significant because no studies were
found in the literature reporting a positive relationship
between listening and writing with business communications
students in higher education.

If such a relationship between

listening and writing grows stronger as a child progresses
through school, it would seem logical that a strong rela
tionship should exist with higher education students.

So,

a contribution can be made to the business communication,
business education, and the higher education literature.

In

addition, the results of this investigation would provide
empirical evidence supporting or rejecting the learning
theories, instructional theories, and teaching models.
No research data can be found in the literature which
examine all three aspects at one time:

listening, writing,

and the combination of listening and writing.

Thus, the

treatments' methodology is a new approach to the teaching
of these skills.
Listening.

This study is significant because the lit

erature suggests that effective listening is a needed commu
nication skill in both classroom and business settings.

The

importance of listening in the classroom has been reported
by Wilt

(1950), Markgraf

(1966) , and Bird

(1953) .

The literature also reveals the reasons why listening

should be taught in the schools— traditions, time, and
training.

Many teachers believe that listening, like walk

ing, is naturally developed.

Time is another factor.

The

curriculum is already overcrowded so there is little time
to teach listening.

As for training, many teachers do not

know how to provide meaningful instruction in listening
because they have never received training in this area.
The importance of listening in business was reported by
DiSalvo and Lukehart

(1978) , who compiled a summary of stu

dies identifying needed communication skills.

Other studies

reflecting the need for effective listening in business include
Keefe

(1971) , Golen

Wunsch

(1980) , Smeltzer

(1979) , and Rader and

(1980).
Prior to 1950,

few studies in listening had been reported

This was due primarily to the intense public and professional
interest in reading.

Between the 1950s and the 1970s, many

studies were undertaken.

Some of these studies included

techniques and methods that can be used to teach listening.
An examination of the literature indicates that the number of
studies tapered off in the 1970s.

In the late 1970s and

early 1980s, listening models were developed by Goodman
(Lundsteen, 1979) ; Steil, Barker, and Watson
Wolvin and Coakley

(1932).

(1983); and

These models afford the teaching

of listening a theoretical basis.

Thus, more credibility

has been given to listening as an important communication
skill.
Writing.

Writing proficiency runs parallel to the

development of adequate listening skills.

Although listen

ing skills are important, writing skills must not be over
looked.
Articles in popular periodicals suggest that students
are lacking in their ability to write.

Colleges and univer

sities are attempting to address this deficiency by offering
remedial English and communications courses with an emphasis
in writing

(Nation's Business, 1977; Newsweek, 1975; Business

W e e k , 1976; Chronicle of Higher Education,
Harwood,

1983, and Cottman,

1980).

1976; Storms,

1983

Business communications

instructors' responsibilities include diagnosing and treating
the deficiencies in student's writing abilities
Warner,

1979; and Wilkinson,

(Vik, 1981;

1978).

A statement regarding what is needed in academic pre
paration for college in the 1980s was issued by the College
Board's Project Equality.

Writing competencies should in

clude writing standard English sentences with correct sen
tence structure, verb forms, punctuation, capitalization,
plurals, and other matters of mechanics
Exam Board,

(College Entrance

1983).

According to the Commission on the English Curriculum
of the National Council of the Teachers of English, one of
the major purposes of American education is the preparation
for vocational competence.

Students should be able to

develop those skills and language competencies they will
need nost in their work.

Inadequate skills in the four

communication skills may cost a person his or her job, or a

promotion

(Pilgrim, 1966).

Studies have been conducted in business settings which
suggest that writing skills should be stressed in colleges
(DiSalvo, Larsen, and Seiler,

1976).

Hulbert

(1931) recom

mends that English mechanics should be included in busi
ness writing courses.

Business executives confirm the need

to include the writing skills of grammar and spelling as
important communication skills

(Stine and Skarzenski,

1979) .

Poor writing skills was the most frequently mentioned
weakness displayed by young executives in a survey by Beam
(1981) of the deans of business schools and personnel
directors of "Fortune 500" companies.

Beam emphasized the

need for writing skills to be taught in the business school
curriculum.
The literature also refers to the consequences of poor
writing.

According to Ewing

(1979), poor writing suggests

a lack of consideration by the writer to the reader; it can
be distracting to the reader; mistakes in sentences can
reduce clarity of the message; and writing incorrectly is a
habit that is not easily broken.
Relationship between listening and w riting.

Listening

and writing are viewed in the research literature as separate
skills.

But, several research studies have concluded that

there is a positive relationship between listening skills and
writing skills

(Betts, 1945; Hildreth,

1940, Russell,

1946; and Townsend,

1943 and 1954; Peake,

1947).

However, Mathews

(1969) recommends that further research needs to be done in
this area.
Other studies have suggested that a moderate relation
ship exists between listening ability and writing ability
(Winter, 1966 and Spearritt, 1979).

Gold

(1973)

found that

listening skills helped establish a basis for achievement in
speaking, reading, and writing.
Wolvin and Coakley

(1982) concur with the idea of a

relationship between listening and the other communication
skills.

The ability to speak, read, and write is directly

and indirectly dependent upon the ability to listen.
similar viewpoint has been expressed by Lundsteen

A

(1979).

In summary, the literature emphasizes the importance
and use of listening and writing as communication skills in
the classroom and in business settings.

The literature re

flects little concern with the methods needed to develop
these skills with business communications students in higher
education.

This study investigates a way to teach business

communications students these skills and assesses the impact
of various instructional plans on the acquisition of grammar
skills.
DEFINITION OF TERTIS
The principal terms of this study are defined as
follows:
General writing principles and writing skills are the
mechanical or technical aspects of writing.

The specific

skills were taught through group exercises and measured with
a writing skills test.
sured were:

The specific skills taught and mea

subject-verb agreement, comma splice,

sentence

fragment, verb form, fused sentence, misplaced modifier,
dangling participle, and pronoun reference.
Listening skills are operationally defined by the students
participating in learning activities and exercises emphasizing
the following phases:

hearing, paying attention, perceiving,

conceiving, distinguishing,

interpreting, and remembering.

Students's attainment of these skills was measured by written
responses on the exercises.
Students' achievement refers to students'

scores on the

writing skills posttest.
Training includes instructing or drilling the students
in both listening and writing to develop these skills.
Instructional plans are the lesson plans developed for
the listening and the writing treatment.
Subjects are predominately sophomore business commun
ications students enrolled in the College of Business Admin
istration at Louisiana State University in Baton Rouge.
Statistically significant refers to the results of the
analysis of covariance and the probability being less than
the .05 level.
LIMITATIONS
The cause and effect relationships of this study were
limited by:
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1.

History.

Students may have been enrolled in other

courses at the time that may have included listening and
writing in their content, or may have had previous courses
containing listening and writing.
2.

Selection.

Eight intact classes of business communi

cations students at Louisiana State University in Baton Rouge
were selected for the study.

True randomization for the study

was not employed.
3.

Experimental mortality.

The number of subjects

whose scores were not used in the analysis, because they only
took either the pretest or the posttest, totaled 31.
breakdown of scores not used for each group is:
5; listening,

8; writing,

The

control,

11; and both listening and writing,

7.
4.

Expectancy effects.

Students participating in the

experiment might find one module interesting; thus, high
scores might be a result of interest and motivation and not
a result of the selected treatment.
The generalizability of the experimental results obtained
may be limited by:
used;

(1) the nature of the experimental task

(2) the selection of the intact classes;

(3) the

nature of the university from which

the subjects were

selected;

and

the subjects were

selected.

(4) the grade levels from which
HYPOTHESES

General hypotheses of the study stated in predictive
form are as follows:

1.

Business communications students who receive a

listening treatment will score significantly higher on a
test of grammar skills than business communications students
who receive a standard instructional activity.
Reported listening studies cited by Pearson and
Fielding

(1982) suggest that elementary school children who

receive direct training in listening can improve their
listening comprehension:
Trivette,

Pratt,

1961; Lundsteen,

Thorn,

1968; Kranyik,

Early,

1960; and Duker,

and Coakley

1953; Canfield,

1961;

1963; DeSousa and Cowles, 1967;

1971; Morrow,
1969.

1972; Lemons,

Lundsteen

1974;

(1979) and Wolvin

(1982) suggest that effective listening should

improve the other language arts subjects.

No studies in

higher education have been reported that support such a
hypothesis.
2.

Business communications students who receive a

writing treatment will score significantly higher on a test
of grammar skills than business communications students who
receive a standard instructional activity.
Several studies reported in the literature question the
usefulness of teaching grammar and the mechanics of writing
as separate units in the classroom.

The findings in these

studies reveal that there is little usefulness to teaching
these as separate aspects apart from the composing process.
(Abrahamson, 1977* Root,

1979; and Elley,

1979).

But the

literature reflects the need to include these aspects in the

English and the business communications curriculum.

Several

articles were found supporting and explaining how this could
be done

(O'Hare, 1973; Smelstor, 1978; Meade, 1979; Weaver,

1978; Humes,

1980; and Harsh, 1965).

However, no data-

based studies were found verifying the inclusion of these
areas in the curriculum.
3.

Business

treatments

communication- students who receive both

(listening and writing) will score significantly

higher on a test of grammar skills than those business
communications students who receive a standard instructional
activity.
Several research studies have concluded that there is
a positive relationship between listening skills and writing
skills

(Betts, 1945; Hildreth,

Russell,

1946; and Townsend,

1948 and 1954; Peake, 1940;

1947).

Even so, Mathews

(1969)

recommends additional research be done in this area.
Two studies report that a moderate relationship exists
between listening ability and writing ability

(Winter, 1966

and Spearritt, 1979) .

(1979)

In addition, Spearritt

found

that this relationship between listening and writing becomes
stronger as a child progresses in school.

Gold

(1973)

found

that listening skills helped establish a basis for achieve
ment in speaking, reading, and writing.
Wolvin and Coakley

(1982) agree about the effect of

listening on the other communication skills.

The ability to

speak, read, and write is directly and indirectly dependent
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on the ability to listen.

Lundsteen

(1979) holds a similar

view.
4.

Business communications students who receive both

listening and writing treatments will score significantly
higher on a test of grammar skills than business communications
students who receive only a listening treatment, a writing
treatment, or a standard instructional activity.
The literature does not address this issue directly.
It suggests that a relationship exists between listening
and writing as reported in the research noted with hypothesis
3.

CHAPTER II
REVIEW OF RELATED LITERATURE
Introduction
The purpose of this chapter is to present information
obtained from the literature as it relates to the content
and purpose of this study.

The purpose of this study as

stated in Chapter I is to design, implement, and evaluate
the listening and the writing effects of training modules on
the learning of grammar skills by higher education business
communications students.
The literature review focuses on five areas:
learning,

(2) instruction,

skills, and

(3) teaching models,

(1)

(4) listening

(5) writing skills.

The researcher wanted to know what theories of learning
are available in the literature so as to understand how
learning takes place.

However, the learning theories re

viewed are not as important as the listening and the writing
theories presented.
Specific areas to be improved are the writing skills
of business communications students.

Training modules were

developed in listening and writing so the writing skills of
business communications students would improve.
This review gives a broad knowledge base for each of
the five areas mentioned.

The reader will have a general
14
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overview of the related literature.
In addition this chapter will provide a rationale for
the hypotheses to be investigated.
Learning
Definitions of Learning.

Historically, educators and

psychologists have been interested in how people learn.

They

have studied learning and formulated several definitions of
learning.
One theory views learning as a change in behavior be
cause of reinforced practice.

A more refined definition of

learning adds the idea of not attributing the change to
illness,

fatigue, or drugs

(Hergenhahn, 1976; Hilgard and

Bower, 1975; Davis, Alexander, and Yelon,
Hergenhahn

1974).

(1976) reports that learning theorists agree

that the learning process cannot be observed directly, but
that its nature can be inferred from changes in behavior.
Consequently,

learning theorists are inclined to view

learning as a process that causes behavior.
Gagne

(1977) also shares the philosophy that learning

changes behavior but adds the element of time to the defi
nition.

He contends that behavior change is not due to

regular growth processes.
All of the definitions have a common element of
changing behavior by practice.

This study was conducted with

this concept of learning in mind.
Theories of Learning.

Theories of learning provide

descriptions and explanations of how learning takes place
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(Hilgard and Bower, 1975).

Several learning theories have

developed over the past seventy-five years.

These include:

(1) mental discipline theories of mind substance

(Bigge,

1971);

(2) stimulus response conditioning theories of be

havior

(Bigge, 1971 and Gazda, Corsini, et.al., 1980),

cognitive and information-processing theories
et.al., 1980),
theories

(4) social theories and

(3)

(Gazda, Corsini,

(5) observational

(Gazda, Corsini, e t .a l ., 1980).

Mental Discipline Theories of Mind Substance.

The

mental discipline theories of mind substance consider learn
ing as a disciplining or a training of the mind,

(Bigge, 1971) .

One theory contained in this family is called faculty psycho
logy, which posits that the mind is divided into faculties
such as knowing,

feeling, and willing, and that each of these

can be strengthened through exercise.
A second theory in mental discipline is natural unfoldment

(Bigge, 1971) .

This theory suggests that all people are

free, autonomous, active, and responsible for themselves.
Decisions are made based on what the people feel and not on
what they think.

Emphasis is placed on a child's growth and

development.
The third theory in this group is apperception
1971).
ones.

(Bigge,

This is a process of associating new ideas with old
Ideas are not innate.

Everything a person knows

comes from the outside.
Stimulus Response Conditioning Theories of Behavior.
The stimulus-response

(S-R) conditioning theories of behav

ior are concerned with the acquisition of desirable S-R

connections as well as conditioning-through-reinforcementThe stimulus and response are not simultaneous.

Learning

does not take place in a single trial but through successive
changes

(S-R trials with rewards) with the final result of

the organism adapting to the environment.
Cognitive and Information Processing.

Cognitive

psychologists are interested in explanations of behavior
based on internal structures and processes.
know how humans process information.

They want to

The concern is with

how the person selects, codes, and uses information.

A com-

plex-skill conceptual framework for information-processing is
popular with many theorists such as Fischer, 1980; Fitts and
Posner,

1967; Kolers,

1975; and LaBerge and Samuels, 1974,

as noted by Gazda and Corsini, e t .a l ., 1980.

This approach

views mental activity as a set of interrelated processes
rather than compartmentalizations in subareas.

An individual'

limited capacity forces him or her to be selective about the
information that is processed.

Processing, that requires

little if any mental effort is labeled automatic.

Pro

cessing that requires mental effort is labeled controlled.
The acquisition of skill relates to mental effort in that
controlled processes become automatic with practice, thus
conserving mental effort

(Gazda, Corsini, e t .a l ., 1980).

Cognitive theory can be broken down into a specific
theory called information-processing.

The basic assumption

in information-processing theory is that behavior is deter
mined by the internal flow of information within the organism.

This flow is not directly observable.

Areas of interest in

information-processing are memory and attention

(Gazda,

Corsini, et.al., 1980).
The basic unit in information-processing theory is the
"stage".

A stage corresponds to one transformation of

information.

Stages can be arranged in several patterns:

serial processing, parallel processing, aid hybrid processing.
Serial processing is the simplest pattern.

It occurs when

there is a chain of stages with the output of one feeding
directly into the input of the next stage.

Parallel pro

cessing occurs when several stages can simultaneously have
access to the same output.

Hybrid processing combines both

serial and parallel processing
Social.

(Gazda, Corsini, e t .a l ., 1980).

All of the theories discussed thus far are

concerned with how people learn.

Personality theory, on

the other hand, is concerned with individual differences.
The social learning theory of Julian Rotter

(1954) as cited

in Gazda, Corsini, e t ■a l ., 1980, arises from the broad tra
ditions of learning theory and personality theory.
theory integrates three areas:
motivation.

His

behavior, cognition,

and

The emphasis is on learned behaviors that are

determined simultaneously by the variables of expectancy
(cognition)

and reinforcement value

(motivation).

In addi

tion, these variables are influenced by the situation.
Rotter's theory has been modified since 1954 to include the
concept of problem-solving expectancies.

The notions of

interpersonal trust and internal-external control of

reinforcement are included.
Phares

(Gazda, Corsini, et.al., 1980) writes that

social learning theory is valuable because it integrates
both process and content aspects of theories.

It provides

principles and formulas to determine a person's behavior
in a given situation as well as the content of personality
and behavior.

Social learning theory was designed to be

used by the practicing clinical psychologist but it is
useful to the learning theorist.
Observational.

Closely aligned with social learning

is observational learning.

This is learning new responses

by watching or modeling of others.
observational learning include:
responses,

Four major issues in

(1) the acquisition of new

(2) the mechanisms mediating observation and

performance,

(3) the factors affecting the selective nature

of observational learning, and (4) the motivational factors
determining the selective aspects of imitative performance
(Gazda, Corsini, et.al., 1980).
Holland and Kobasigawa write that Bandura has contri
buted most to the interest in observational learning
(Gazda, Corsini, et.al., 1980).

His theory states that new

responses are required as the stimulus input from the model
in encoded,

stored, and transformed by the observer.

This

acquisition through cognition takes place before the learned
response is performed.

For the learning to become overt,

motor capacities must be available and incentive conditions
must be favorable.

In addition to external and vicarious

rewards, self-reinforcement is emphasized in this theory as
a determinant of behavior selection.

Bandura's theory is

significant in that the observer abstracts general princi
ples from instances of modeled behaviors that permit a wide
range of transfer to new situations

(Gazda, Corsini, e t .a l .,

1980) .
Kobasa and Maddi

(1977) feel that Bandura's theory is

useful in the field of personality development.
Kobasigawa

(1980)

Holland and

suggest that Bandura's theory is part of

learning theory and has potential in child rearing and
educational procedures

(Gazda, Corsini, e t .a l ., 1930).

Theories of Instruction.

Hilgard and Bower

(1975)

define a theory of instruction as a theory of application
which complements theories of learning.

They suggest that

a theory of instruction is in some sense a theory of cur
riculum development.
tive in nature.

Instructional theories are prescrip

Procedures and "how-to's" are recommended.

The content must take into account the curriculum of the
school and the social contexts in which learning occurs
(Bugelski, 1971; and Hilgard and Bower, 1975).
Three prominent instructional theories in the litera
ture are:

(1) Gagne's Hierarchical Theory,

Bower, 1975)

(Hilgard and

(2) Bruner's Cognitive-Development Theory,

(Bugelski, 1971) and (3) Bugelski's Theory,
Ga g n e 1s Hierarchical Theory.
all learning was not alike.

Gagne

(Bugelski, 1971).
proposed that

According to Gagne, learning

is divided into eight categories arranged in a hierarchy
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because each implies the earlier ones.

Gagne

found the

hierarchical principle useful for moving from the learning
principles to the sequencing of instruction.
types of learning include the following:
ing,

(2) stimulus-response learning,

association,
ing,

and Bower,

(1) signal learn

(3) chaining,

(5) multiple discrimination,

(7) rule learning, and

Gagne's eight

(4) verbal

(6) concept learn

(8) problem-solving

(Hilgard

1975).

Bruner1s Cognitive-Development Theory.

Bruner's

theory relies on the reinforcement views of Thorndike, the
programming technology of Skinner, and on Bruner's own
concept of knowledge and motivation.

Bruner believes that

a theory of instruction is prescriptive in that it tells how
to improve learning and how to discover the best ways in
which something can be learned.
Bruner's theory encompasses four major constructs:
(1)

motivation,

forcement.

(2) structure,

(3) sequence and (4) rein

Burner's theory asks teachers to know their own

subjects well; to teach their subjects systematically; to
consider and develop the students' interests; and to make
sure that the educational experience is a satisfying one
(Bugelski,

1971).

Bugelski's T h eory.

Bugelski's theory of instruction

encompasses the following principles:
(1)

Attention.

The learner must pay attention to the

material presented; otherwise, the teacher recognizes that
students who are not paying attention do not learn what is
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being taught.
(2)

Time.

All learning takes time.

The time neces

sary to learn different things varies with the nature of the
material and the background of the learner.
(3)

The internal regulator or model.

The learner

learns best when he/she is rewarded or recognized.
(4)

Knowledge of results as a response control.

teacher must provide time for the learning experience.
addition,

The
In

feedback should be given to the student about

results.
Summaries of Theories Related to the Study.
study is concerned with improving instruction.

This

In examining

the theories presented, aspects of each theory have some
applications for this study.

Gagne's step 7 in his hierarchy

is appropriate for rule learning in writing principles.

The

treatments developed for this study adhere to Bruner's theory
of developing students'

interests and giving them a satis

fying educational experience.

Likewise, this study addresses

the four components of Bugelski's theory —
internal regulators and feedback.

attention, time,

The treatments were de

signed to get the student's attention so that they would be
motivated to learn.

The instructors gave verbal feedback

throughout the treatments.
was the time factor.

The biggest problem to address

This study was conducted within a

limited time frame.
Models of Teaching.
or plan which can be used

A model for teaching is a "pattern
to shape a curriculum or course,
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to select instructional materials, and to guide teacher’s
actions (Eulgelski, 1971).."

Models of teaching apply to

both curricular and instructional planning which unite
curriculum concerned with content and instruction concerned
with process

(Joyce and Weil, 1972).

Joyce and Weil
serve two functions:
tional ends and

(1972)

feel that models of teaching

(1) to clarify and identify educa

(2) to objectify and guide the selection

of appropriate means for achieving those ends.
Joyce and Weil,

In addition,

(1972) view teaching as the creation of an

environment composed of interdependent parts:

content,

skills, instructional roles, social relationships, types of
activities, and physical facilities.
act with each other.

All these parts inter

They view the effects of the educa

tional environments as:
(1)

instructional effects

(2)

nurturant effects

grativeness,
(3)

(content and skills)

(thinking, creativity,

inte

and values).

or both effects interacting with each other.

Teachers choose models for instructional effects, nurturant
effects, or both.
(2)

interactive,

modification.

The teaching models include:
(3) information-processing,

and

(1) personal
(4) behavior

These families of models focus on character

istic types of goals and means.

The personal models empha

size personal relationships and see growth resulting from
them.

The interactive models depend on the energy of the

group and the process of group interaction.

The informational
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models depend on activities which carry content and skills.
Behavior modification focuses on rewards and on the control
of activities.
Review of Models Related to the Study.

The inter

active model views feedback from students and the teacher as
one of its elements.

Feedback and reinforcement are also

elements of S-R theory.
Listening
This part of the review will focus on listening to give
support to the research hypotheses stated in Chapter I.
Several aspects of listening will be examined:

development

of listening, listening models, listening time in classroom
and business settings,

studies in listening, the importance

of effective listening in classroom and business settings,
and listening research.
Development of Listening.

Since primitive times,

listening has been the way people have learned.

Infants

discover relationships with objects by listening.

They also

discover their relationship with their parents by listening.
Sound imitation begins in the sixth month.
month, infants imitate other sounds.
young child uses as many as 50 words.

By the ninth

By eighteen months, the
At 30 months, the child

adds to his/her vocabulary at a speed greater than any other
period.

By three years, the child's vocabulary is more than

1,000 words.

Listening continues to be instrumental in how

a child learns until about the seventh grade.

At that time,
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reading takes over in importance.
Of the four major areas of language development,
listening is the first skill developed

(Lundsteen,

1965) .

Children listen before they read, speak, or write.

The abil

ity to read, speak, and write is directly or indirectly
dependent upon a person's ability to listen

(Wolvin and

Coakley,

state that listen

1982).

Geeting and Geeting

(1976)

ing forms the substructure of all communication,
must listen in order to read.
because he has

and Johnny

Johnny can't read or write

never learned to listen.

Models of Listening.

Several models of listening

have been developed to explain the listening process.
These models include:

Goodman's Flowchart, the SIER Model,

the Wolvin-Coakley Model, Weaver's Model, and the Goss
Model.
Goodman's Flowchart.
definition of listening.

Figure 1 illustrates Goodman's
(Lundsteen,

1979) .

The steps

shown do not necessarily occur in a smooth sequence.

Also,

they are not independent of one another.
This flowchart
curriculum and

can be a guide for planning of both

instruction.

A useful curriculum may need to

take all these steps into consideration.

Lundsteen

(1979)

points out that "listening is complex and that many listen
ing skills have been largely passed over in the curriculum.
A framework

of steps brings these skills to a necessary

level of awareness".

She feels that the teacher should

analyze parts of listening and account for some of them.

Figure 1
Goodman's Flowchart
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The SIER M o d e l .

This model was developed by Steil,

Barker, and Watson (1983) .
states:

It is a pyramid model with four

sensing, interpreting, evaluating, and responding.

Figure 2 illustrates the framework of this model.
The stages shown are hierarchical.

The message must be

sensed before it can be interpreted or evaluated.

One can

not respond until its been evaluated, interpreted, and sensed.
Wolvin-Coakley Model

(1982).

Wolvin and Coakley have

designed a sequential process model.
this model.

The model contains two separate conical-shaped

parts, the listening cone
back cone

Figure 3 illustrates

(the upper cone) and the feed

(the lower cone).

The listening cone is designed

to exemplify that a given stimulus
interpreted in many ways.

(aural and visual)

can be

Meaning is very personal to

the listener; thus the individual will limit the meaning to
fit "his" or "her" own system of categories.
The feedback cone, on the other hand, exemplifies that
if a listener chooses to respond overtly, the listener, now
the source, draws on his or her personal system of categories
to encode the message and sends a stimulus that is open to
various interpretations by various listeners.
The listening cone contains three components— receiv
ing, attending, and assigning meaning.

All three are separate

but interrelated processes.

The cylinder runs through the

core of the listening cone.

It represents the processes of

remembering and overtly responding.

The broken lines on

the feedback cone indicate that the process of overtly
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Figure 2
The SIER Model
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Figure 3
Wolvin-Coakley Model of the Listening Process
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responding may or may not occur when listeners engage in the
listening process.

The last aspect to note is the dotted

line running diagonally throughout both cones.

These lines

represent the perceptual filters through which listeners
operate while they are encoding.

The total communication

process is very personal and complex.
W e a v e r 1s Model

(1972).

of the listening process
surround the listener.

Carl Weaver designed a diagram

(see Figure 4).

Many stimuli

The listener can attend only to one

at a time— the ones of greater importance or value at the
time.

The selection process is constantly operating through

the central nervous system.

Next, the listener searches all

or part of his/her memory to find where the stimulus fits.
When the stimulus finds a match, then meaning is given to
the stimulus.

An overt response to the stimulus can be

made or it can be stored in the memory
The Goss Model

(1932).

cussed is designed by Goss.
mation processing",

(Windes, 1972).

The last model to be dis
His model human labeled "infor

is illustrated in Figure 5.

He defines

human information so that they can give meaning to their
environment.

Goss adds that the listener tries to structure

the sounds that he/she hears and organizes them into words,
phrases, sentences, or other linguistic units.

The listener

may encounter the problem of deciphering the spoken code
and segmenting it into meaningful units.
Goss divides his model into three segments.

Signal

processing involves segmenting the speech signal into units

Figure 4
Weaver's Model of Listening
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that are meaningful.

It is during this stage that listeners

use their language competence to assign meaning to the pho
netic, syntactic, and semantic characteristics of the
message.

Literal processing is the next stage.

During this

stage, the Listener gives meaning to the message and makes
simple inferences and implications.
flective processing.

The last stage is re

This is a deeper comprehension than

in the previous stage.

The listener gives more thought to

the message, makes more extensive inferences, and evaluates
and judges the speaker and the message.

This level of

listening is more dependent on intelligence than

the earlier

stages.
Listening Time in the Classroom.
main channel of classroom instruction.

Listening is the
This is evident by

the amount of time students are expected to listen in the
classroom.

Wilt

(1950)

found that elementary students are

supposed to listen 57.5% of their classroom activity time.
She also found that, of the children's time spent in listening
54% is spent listening to the teacher

(1950).

Markgraf found

that high shcool students are expected to spend 4 6% of their
classroom

time listening, and that 66% of this listening is

spent listening to the teacher
college level, Bird

(Markgraf, 1966).

At the

(1953) discovered that college women spend

42% of their daily communication time listening.

He also

found 82% of his subjects considered listening to be equal
to or more important than reading as a factor contributing
to academic success in college.

The results of these studies
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demonstrate that listening is a major vehicle for learning
in the classroom.
Listening Time in Business.

The importance of list

ening in business is well documented.

Rankin

(1929) found

45% of a person's time is spent in listening.

In 1974,

Weinrauch and Swanda expanded on Rankin's work.

They inves

tigated the amount of time that 46 business personnel

(in

cluding those with top, middle, and lower managerial res
ponsibilities)

spent in direct communication

speaking, and listening)

(reading, writing,

during a typical work week.

They

found that the business participants spent 32.7% of their
total direct verbal communication time listening, 25.8%
speaking, 22.6% writing, and 18.8% reading.

This study

did not include the amount of time business participants
spent listening beyond their working hours.
Listening Research.

Before 1950, little research had

been done in the area of listening.

Schneyer reported the

following:
The first research in listening involving pupils
in the elementary school dates back more than
fifty years, but not until the 1950's were inves
tigations of instruction in listening instigated
(Gold, 1975).
Since 1950, many listening studies have been reported.
These studies included various methods and techniques that
could be used to teach listening
Fielding

(Gold, 1975) .

Pearson and

(1982) report that the zest for research in listen

ing in the 7 0 's and 8 0 's has slowed down.

This may be due

to the literacy controversy of reading and writing that
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occured during the 70*s.

Listening should be given its

rightful place in the curriculum so as to complete the total
language arts curriculum.
In the 1980 Southwest American Business Communications
Proceedings, Robert Rasberry

(1980) presented several

listening modules that business communications instructors
could apply in their classrooms.

These modules included

games and stories that the teachers could use with their
students.

Wolvin and Coakley's Listening is complemented

with a teacher's manual.

It contains lesson plans, suggested

films, and available listening tests.

Dr. Ralph Nichol

developed for Dunn and Bradstreet an audiotape course in
listening

(Nunez, 1980).

Steil, Barker, and Watkins

(1983)

have recently published Effective Listening that can be
used in the business communication classroom as well as in
business and industry.

Lundsteen's book

(1979) on listening

lists commercially published listening materials.
Studies in Elementary School.

The literature re

flects the many research studies that have been conducted
with elementary school children as cited by Pearson and
Fielding

(1982):

(1961), Kranyik

Pratt

(1953), Canfield

(1961), Trivette

(1971), Morrow (1972), Lemons

(1960) , and Duker

(1969).

(1974), Early,

These studies suggest that ele

mentary school children who received direct training in
listening could improve their listening comprehension.

The

training methods and tests used in these studies generally
focused on skills commonly taught in reading comprehension
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(getting the main idea, sequencing,
bering facts).

summarizing, and remem

The children were aware that they were

receiving listening instruction.
Other studies that have been conducted with elementary
school children offer a promising approach to listening com
prehension by requiring oral responses from the listeners.
Keislar and Stern

(1969), as cited by Pearson and Fielding

(1982), found that lower class kindergarten children profit
from speaking relevant words out loud in programmed instruc
tion designed to teach listening comprehension of information
dealing with conceptural rules and subject content.

The

training process did not help when more complex thought pro
cesses were involved.
A study by Glynn and Hartzell
and Fielding

(1978), cited by Pearson

(1982), found that second-grade students

listening to a speech and then reporting on it orally, had
better recall that a group who listened to the speech and
then listened to one of the oral reports of the speech.

The

researchers suggested that the organizational processes
necessary to tell about what was listened to aided the recall.
Allison

(1971), also cited by Pearson and Fielding

(1982), found that fifth-grade students who had listening
lessons and then discussed the lessons in small groups with
their peers achieved higher listening scores than those who
received no listening instruction, or those who received
listening instruction with no reinforcement, with multiple
choice tests, or with large group teacher-led discussions.
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Apparently, active involvement following listening seems
to help more than do more passive activities.
Pearson and Fielding

(1982) make five generalizations

about listening comprehension which seem to reflect the
findings reported above:
1.

Listening training in the same skills typically

taught in reading comprehension curricula tends to improve
listening comprehension.
2.

Listening comprehension is enhanced by various

kinds of active verbal responses on the part of students
during and after listening.
3.

Listening to literature tends to improve listening

comprehension.
4.

Certain types of instruction primarily directed

toward other areas of the language arts

(e.g. writing or

reading comprehension) may improve listening comprehension.
5.

The direct teaching of listening strategies

appears to help children to become more conscious of their
listening habits than do more incidental approaches.
Studies in Business.

Other studies have been conducted

that emphasize the importance of listening in business.
Golen

(1980) and Smeltzer

(1979) both reported that listening

was the number one barrier to effective communication.
In 1974, Huegli and Tschirgli conducted a survey using
questionnaires and telephone interviews of 101 business
administrative and engineering graduates.

Those people

interviewed reported that listening to bosses and their ideas
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and suggestions was a necessary communication skill in
daily business activities.
Lohr

(1974), also did a study of 136 graduates from

Iowa State University in various careers.

He found listening

to requests of employees in an organization daily communi
cation skills

(DiSalvo and Lukehart,

Lockwood and Boatman

1978).

(1975) analyzed comments made by

conference participants on career communication education.
They reported that listening was an essential skill in
business

(DiSalvo and Lukehart, 1978).

Spicer's 1975 study of 41 business and organizational
experts revealed that listening and feedback were needed
by students in business

(DiSalvo and Lukehart,

DiSalvo, Larsen, and Seiler

1978).

(1976) questioned 176

business administration graduates from the University of
Nebraska.

They related that listening was the most impor

tant communication skill for job success.
In 1978, Baird, Bradely, and Nightingale sent question
naires to 99 employees in 11 units in hospitals.

Listening

carefully was number one on their listing of preferences
for managerial communication style

(DiSalvo and Lukehart,

1978).
Hanna

(19 78) surveyed 55 chief executive officers in

business in the Illinois area.

Listening was the number

two most troublesome communication situation in business
(DiSalvo and Lukehart,

1978).

Eighty-eight directors of training were questioned by

Meister and Reinsch

(1978).

Listening was identified as

the number one communication skill deficiency
Lukehart,

(DiSalvo and

1978).

Two hundred eighty-two certified administrative
managers from different areas of the country were surveyed
by Smith in 1978.

Smith reported that active listening was

a critical communication skill

(DiSalvo and Lukehart, 1978) .

All of the studies mentioned have a common element of
showing the importance of listening in a variety of busi
ness settings.
Geeting and Geeting

(1976) report in their book one of

the classic listening studies, which was made by the SavageLewis Corporation of Minneapolis.

This study of 100

representative business and industrial managers from five
management levels showed fairly good rapport between
members of the board at the top.

One director talking

with another may achieve 90 percent efficiency.
talking to other foremen get along well too.

Foremen

But, as you

start down the line and a board chairman calls on a vicepresident,

for example, only 67% of the communication is

going to be received accurately.

The vice-president talking

to the general supervisor is going to get only 56 percent of
his message understood; the supervisor talking to the
plant manager will achieve only 40 percent communication.
To the foremen, only 3 0 percent gets across and, down the
line to the worker the message suffers a breakdown that
allows it to be received at only 20 percent understanding.
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Thus, this may be attributed to the lack of effective
listening.
Benefits and Costs of Listening.

Many other studies

have been reported and articles have been written that re
veal the importance of listening in business environments.
John DiGaetani wrote in his article "The Business of Listen
ing" that people are absorbed in their own lives.

Consequent

ly, listening to someone talk is boring and painful.
listeners are rare; poor listeners are abundant
1980).
well.

Good

(DiGaetani,

Benefits are derived by the business person who listens
The business person must hear what the speaker is saying

and then take action based on what was heard.
Difficulties with listening are reported in several
studies.

Palmer explained that listening aphasia is the re

striction or even the loss of the ability to understand what
is being communicated.

Thus,

it was considered a handicap.

Palmer described this state as "cocoon listening."

Cocoon

listening is damaging in business, organizational life,
politics, home, and personal relationships

(Palmer,

Steil, President of Communication Development,

1982) .
Inc., and

a professor of listening at the University of Minnesota, es
timated that poor listening costs American businesses billions
of dollars:
The most important factor for successful communication
is not only the ability to use language well or to
speak well or to present one's own point of view; it
is rather the ability to listen well to the other
person's point of view (Weinrauch and Swanda, 1975).
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Finally, executives are beginning to perceive listen
ing as, in the words of Keefe

(1971),

"the key not only to

getting the job done but to peaceful growth and economic
success as well»,,v>
Executives are recognizing the costliness of poor
listening and are providing listening training for their
employees.

Corporations offering such training include

Sperry, Xerox, Pfizer, American Telephone and Telegraph,
General Electric,

Dunn and Bradstreet, and Pitney Bowes

(Wolvin and Coakley,

1982) .

writing
This part of the review will focus on writing.
aspects of writing will be examined:

Several

writing theory, writing

models, and the importance and need for effective writing in
the classroom and in business.
Writing Theories.

Presently three approaches to com

posing writing— processing, distancing, and modeling— have
theoretical frameworks.

Processing focuses on the sequence

of steps or stages in the writer's mind.

Research has con

centrated on the speed, storage limits, and organizing prin
ciples of the mind.

In distancing,

the focus is on the re

lationships between the speaker and the subject and between
the speaker and the audience.

Research has examined the

social context for writing as a communication act, giving
some attention to the developmental stages in a learner's
social awareness and identifying the social rules or parti-
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cipant roles in an act of communication.

In modeling, the

focus is on the imitation of written texts.

Research has

examined language patterns, either as sequences of stimulusresponse or as patterns of text and sentence production.
Thus, there are three areas of focus in writing:
cesses,

social context, and language patterns

1982).

Each area will be discussed.
Processing.

mental pro

(Myers and Gray,

The studies of the mind's process have two

important directions:

"mental map maker" and "steps or stages

in the writing process."

These two directions are complemen

tary and often intertwined

(Myers and Gray,

1983).

Researchers who study the writer's mental maps turn
stimulus-response and stimulus-response-reinforcement into
sign-significant-sequences.

That is, according to E. C. Tolman

(1932), as cited in Myers and Gray

(1983) , the organism learns

not movements and responses but "sign-significant expectations"
or what-leads-to-what relationships.

Contiguity of stimuli,

of course, will build up expectations, and practice certainly
plays a role in confirming and strengthening expectations.
But it is not response potentials or habits that increase in
the developing organism; rather, what increase are the breadth
and clarity of

mental maps that help the organism make

accurate.
Cognitive theorists use a wide range of terms for "map"
or internal hierarchies.
in their book:

Myers and Gray

(1983) give the terms

schemata (Bartlett, 1932), images and plans (Miller,
Galanter, and Pribam, 1960), strategy (Bruner, Goodnow,
and Austin, 1956) subsumption (Ausubel, 1965), frames
(Minsky, 1975), and problem solving (Gagne, 1970) . But
recent sign-significant theorists have started personi
fying the term:
operator, executive, and executive
organizer (Ammon, 1977).
One reason for the theore
tical shift in emphasis to the map maker is its
active role as an agent that changes sensory inputs
and is itself changed by sensory inputs.
In cogni
tive psychology, the brain is viewed as a system for
processing and storing information (Simon, 1981), very
much like a computer, and the program is the field of
map.
According to Myers and Gray

(1983), researchers who

examine the interaction between the mental map and the envi
ronment believe that the association-contiguity-modeling
theory is not the only basis of language behavior, that men
tal maps or chunking mechanisms are more important than stim
ulus control, and that these mental maps are hierarchical as
well as linear

(Herriot, 1970).

These researchers see their

major task at the moment to be the study of executive proces
ses.

To find the outlines of the executive processes, these

researchers do task analysis, preparing protocols of what
subjects do in the task

(Simon and Chase, 1977), and con

trolled experiments on memory span and retrieval, describing
what is remembered and for how long
Myers and Gray

(Brown and McNeill,

1966)

(1983) report that the writer's mental

map maker has a short-term memory of four to nine pieces, a
fifteen-second storage time from short-term memory to long
term memory, a chunking mechanism for reducing information to
a single piece, and a reliance on visual imagery to map infor
mation.

Every part of this general outline is questioned by
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some researchers by the assumption that the learner is a
map maker is widely
One result of

accepted.
the map-maker model of learning and

memory is that it has encouraged teachers and researchers
to shift their attention from words on the page and textual
models to the steps
writing process.

and strategies used by students in the

Janet Emig

(1971) comments that of the five

hundred pre-1963 studies cited in the bibliography of Research
in Written Composition, only two deal even indirectly with
the process of writing.

Other than these two, the process

of writing had not been examined

(Myers and Gray,

1983) .

Thus, the processing approach has two research traditions
— one describing the mental map maker-speed,

storage limits,

and organizing principles— and the other describing processing
strategies for the writer, one set of strategies assuming a
stage or developmental process and another set assuming that
writing is recursive or a shifting back and forth among dif
ferent areas of attention.
two main methods:

In the classroom, processing has

one that emphasizes the steps in the writing

process and another that emphasizes visual and verbal maps
that students can use in their writing
Distancing.

(Myers and Gray,

1983) .

The distancing approach emphasizes the

social context of the audience.

In this approach, teachers

organize assignments around the distance between the studentwriter and the audience and between the student-writer and
the subject.
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The study of distancing leads to a different theoretical
framework.

It is unlike processing which has cognitive psy

chology and the writer's mental map maker as its theoretical
framework.

The other approach— modeling— has classical

transformational grammar as one of its theoretical frameworks
although some modeling theorists did contribute to the develop
ment of cognitive theory.

Myers and Gray

(1983) cite that

Chomisky distinguished between competence and performance,
the underlying language knowledge and the actual word strings
spoken or written.

Competence and underlying knowledge are

a step toward a cognitive theory.
(1971), as quoted by Myers and Cray

But according to Schlessinger
(1983), cognitive theory

unlike classical transformational grammar, includes in its
framework the intention behind language performance.
There is no place for intentions in a
grammar, but any theory of performance
which fails to take intentions into
account must be considered inadequate.
The model of human speaker must, of
course, contain rules that determine
the grammatical structure of the out
put.
These rules, however, must be
assumed to operate on an input which
represents the speaker's intentions.
Myers and Gray

(1983) report that problem-solving stra

tegies, Gagne's learning hierarchies, and Piaget's analysis
of various tasks are all examples of efforts to describe in
tentions by describing the hypothetical maps that guide learners.
Some theorists argue that neither linguistic behavior nor
cognitive maps are adequate theoretical frameworks for language
production.

They consider the sociocultural context to be a
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part of theory for language.
as quoted in Myers and Gray

One theorist, Moskowitz

(1978) ,

(1983), describes an example of

the evidence leading theorists to revised notions about lan
guage acquisition:
A boy with normal hearing but with deaf
parents who communicated by the American
Sign Language was exposed to television
every day so that he could learn English.
Because the child was asthmatic and was
confined to his home, he interacted only
with people at home where his family and
all their visitors communicated in sign
language.
By the age of three he was
fluent in sign language but neither under
stood nor spoke English.
It appears that
in order to learn a language a child must
also be able to interact with real people
in that language.
The social context has a writer, an audience, a reality,
and a message.

Myers and Gray

(1983) describe James Kinneavy's

rhetorical theory as four elements arranged in a communication
triangle

(See Figure 6).

The forms of discourse are shaped

by the intentions of the writer and the part of the triangle
that gets emphasized,

as shown in the following organization:

Purpose

Emphasis

Resulting Discourse

self-expression

writer

expressive
(diaries, journals)

convince or persuade

audience

persuasive
(editorials, sermons)

convey reality

reality

referential
(articles, histories)

ordering parts of
texts

message

literary
(drama, songs)

Distancing assignments are often based on the assumption
that writing to a close audience— a friend, an alter-ego as
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Figure 6
Kinneavy's Communication Triangle

E n co d er
(W riter)

D eco d er
(A udience)

Message
(Work)

R eality
(W orld)
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in a diary— is a natural place to begin for the young who
are, by nature, egocentric.

Extending the distance of the

audience is a sequence of assignments, moving from writing to
a friend to writing for the community at large, requires both
a decrease in egocentrism, a natural development as the young
mature, and an increase in the child's skills in abstraction,
a greater sophistication in selecting what to say and what
not to say.
Myers and Gray
!
parallels Piaget's findings

(1983) write that this sequence
(1959) about child development

and Moffett's theory of discourse.

Moffett calls his theory

"essentially an hallucination" and says,
it should be 'translated'
1983).

into textbooks"

According to Myers and Gray

"Heaven forbid that
(Myers and Gray,

(1983;, teacher intuition

has developed several sequences that are compatible with both
Piaget's and Moffett's theories:
1.

From improvisations to panels and trials, in which

roles are shifted, developing different distances to sub
jects
2.

From journals and diaries to letters and autobio

graphical incidents, moving the audience from oneself to
others and developing a spectator point of view toward one's
own experience
3.

From interviews and reports to Socratic dialogues

and arguments, moving to an anonymous audience in the
world-at-large and acting as spectator to the experience of
o thers.
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One of the conceptual problems in distancing approaches
is whether to define writing development as a shift from one
mode to another

(from oral to written language) or as a

shift from one speech event to another.

In the former view,

the emphasis is on talk first and writing later and on such
rules as "Do not write it the way you say it."

In speech-

event shifts, the emphasis is on different kinds of talk,
conversational first and presentations and ritual later.
Speech-event shifts emphasize social context and argue that
conversation is not a single mode like oral language but a
social form that can occur in both oral and written language.
In fact, conversations, according to speech-event theory,
have a set of rules that participants must follow (Myers and
Gray,

1983).
Modeling.

Research on modeling has been based on two

schools of thought— one that say writing is small bits of
imitated behavior reinforced by the responses of others, and
another that says writing is an innate capability triggered
by the presence of language in the environment.

The latter

school has been led by Noam Chomsky and the former by re
searchers focusing on sequences of stimulus-response or
stimulus-response-reinforcement.

Both schools assume that

the learner imitates or approximates the language present in
the environment

(Myers and Gray,

In the first school,

1983).

stimulus-response theorists believe

that association by contiguity is the main principle of

learning.
Gray

Theorists of this school as cited by Myers and

(1983), include W. J. Brodgen, Guthrie, and Skinner.

Labels given to each theory are sensory conditioning
association by contiguity

(Brogden)

(Guthrie), and operant conditioning

(Skinner).
Two sets of assumptions have given considerable support
to the modeling approach to teaching writing:

language be

havior is an imitation of others and language behavior is
triggered by the language of others.
be used in applying this approach:
and imitation

(Myers and Gray,

Three methods can
drills,

sentence combining

1983) .

The work of Skinner and other stimulus-response rein
forcement theorists gave theoretical support to the use of
drills as a way to teach writing.
that the drill,

Myers and Gray

(1983) write

focusing on the imitation of a single "habit"

or language convention, has many different classroom applic
ations:
1.

Students learn the parts of speech and identify

sentence patterns.
2.

Students learn word lists by reading them and

saying them aloud.
3.

The writing program becomes a series of learning

packages addressed to a long list of discrete skills and
accompanied by a classroom management schedule.
Sentence combining is a way of giving grammar a
functional role in writing.
or none at all.

This method uses very few terms

Like drills, sentence combining focuses

the lesson on a small bit.

Attention to only the sentence

provides some discrete boundaries within which teachers and
students can examine the basic principles of composition.
Myers and Gray
Chomsky

(1983) note researchers in this area include

(1957), Mellon

(1969), and O'Hare

(1973).

A third method in the modeling approach focusing on
large units is the imitation of given texts.

This third

method has three alternative forms of imitation:

genre models

dictation, and paraphrasing.
Summary.

Three approaches to writing have theoretical

support-processing, distancing, and modeling.

All three

approaches have practical application in the classroom.
Myers and Gray

(1983)

suggests that the best classroom tech

nique probably includes all three approaches.
Writing Models
Traditionally,

scholarly concern with writing or com

posing has focused on the product of writing and not the
process of writing.

The interest today is on instruction in

the composing process as indicated in the number of studies
reported by Humes

(1980):

1977, and 1980; D'Angelo,
1977, 1980; Graves,

Lawrence,

1975; Winterowd,

1978; Lopate,

1978; Draper, 1979; Irmscher,
Pianko, 1979; Kroll,

1972; Odell, 1974, 1975,
1975; Gundlach,

1978; Mellon, 1978; Petty,

1979; Larson, 1979; Nold,

1980; Popham,

1979;

1980; and Taylor, 1980.

Because interest in writing research is a relatively
recent development, the literature documents few empirical
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examinations of the composing process and these investi
gations generally consist of case studies involving a small
number of students.
1971; Mischel,
Hayes,

Citations by Hume

(1980) include:

Emig,

1974; Stallard, 1974; Graves, 1975; Flower and

1977 and 1980; Pianko, 1979; and Perl, 1979.
Humes

(198 0) writes that the literature deals more ex

tensively with theoretical interpretations of the composing
process.

She lists the following works:

Becker, and Pike,
1972; Elbow,

1973; Britton,

1978; Applebee,
1980.

1970; Lawrence,

Rohman, 1965; Young,

1972; Legum and Krashen,

1975 and 1978; Odell, 1977; Murray,

1979; Bereiter, 1979; Nold,

1979; and Krashen,

However, most theoretical models describe a linear

process despite the work of researchers like Perl
denies that the composing process is linear.

(1979) who

Furthermore,

theoretical models are often unsubstantiated— they do not
have a research base— and they do not facilitate specifying
composition instruction because they lack adequate detail.
Finally, and most importantly, these models reflect a pro
cess that describes,

according to Flower and Hayes

(1981),

the "growth of the writing product, not . . . the inner pro
cess of the person producing the product."
This section of the review will focus on four models
of writing.

These models are useful to writing for they

show writing as a total process and not segmented tidbits of
information put together.

The models reflect the interrel

ationship of each part to the whole.

The writing instructor

can focus on the whole process or select certain areas that
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students should work on within the total writing process.
Crowley

(1976) describes the model as a non-linear pro

cess— moving forward and backward between synthesis and
analysis.

How often this occurs depends on the writer's

commitment, preparation, and time limitations.

Crowley's

(1976) model looks like this:

analysis
extensive writing — editing

synthesis
reflexive writing —

According to Crowley

(1976), the writing process begins

with synthesis and ends with analysis.

Synthesis is a result

of some dissonance in the writer's environment.
seeks to find the source of the dissonance.
writing is called reflexive writing.

The writer

This phase of

As the writing con

tinues, the writer becomes conscious of an audience whose
need to understand his work requires him to modify what he's
written.

This part of the process— extensive writing— may be

analytic, involving revision or stylistic changes, or it may
be re-synthesis.

The last stage— editing— is done in order

to make the writing accessible to readers.
Flower and H a y e s .

The next model is a cognitive pro

cess developed by Flower and Hayes

(1981).

Their model seeks

to reflect the inner mental processes of the writer.

This

model is not just theoretical in nature, but has been supported
by research.

Much of their information about the composing

process is based on their analysis or protocols.

Protocols

are transcripts prepared from tape recordings of the "outloud" thinking of writers as they compose.

Flower and Hayes

have analyzed a five-year accumulation of these protocols.
From this analysis, they have identified both the mental
activities that occur during composing and the signals for
these activities.

Their model is displayed in Figure 7.

The Flower and Hayes model incorporates the following
four research findings that support its creators' contention
that the model reflects the inner processes of the writer:
1.

The process of writing is best understood as a set

of distinctive thinking processes which writers orchestrate
or organize during the act of composing.
2.

The organization of these writing processes is

highly recursive.
3.
thinking

The act of composing itself is a goal-directed
process, guided by the writer's own growing network

of goals.
4.

Writers create their own goals in two key ways:

by generating supporting

sub-goals which carry out a purpose

and, at times, by changing major goals or even establishing
entirely new ones in light of what they have learned by
writing.
The Flower and Hayes model contains three elements:
(1)

the Task Environment, which consists of everything

"outside the writer's skin",

(2)

the writer's Long-Term

Memory, where the writer stores knowledge he or she elicits
during composing, and

(3)

the Composing Process.

TASK ENVIRONMENT
THE RHETORICAL
TEXT

problkh

Top'.c

PRODUCED

Audience

SO EAR

Exigency
I

PLANH1NC

MEMORY

TRANSLATING

ORGANIZING

Knowledge of Topic,

EVALUATING

Audience,
and Writing
Plana

REVIEWING

Figure

THE WRITER'S LONG-TERM

>

COAL
SETTING
EDITING

HONITOR

S tru ctu re o f the Flower and Hayes Model
Ul
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Humes.

As a result of Flower and Hayes' work, Humes

(1980) has developed an instructional model of the writing
process

(see Figure 8).

Humes' model defines subprocesses,

indicates interaction between elements, and speaks to "critical
questions."

The instructional model has three major units:

The Task Environment, the Composing Process, and the LongTerm Memory.

The Task Environment includes the Composing

Problem, the Text Produced So Far, and Feedback.

The second

unit of the Composing Situation is the Composing Process.
During this stage, the choices determined by the Composing
Problem are synthesized and implemented.
this stage include:

The components of

Setting Goals, Generating, Arranging,

Translating, Review, and Changing.

The last component of

this model includes Long-Term Memory; which stores the know
ledge needed to solve the Composing Problem.

It should con

tain operational information about the recursive operations
of Setting Goals, Generating, Arranging, Translating, Re
viewing, and Changing.
Context Pyramid Model of Writing.
and Walmsley,

1983).

(Mosenthal, Tamor,

This model is comprised of five con

texts, each of which represents various classes of features
and examples used to define descriptively a given writing
context

(see Figure 9).

In the writer context, one might descriptively define
writers in terms of age, sex, background, knowledge, IQ,
reading ability, scholastic ability, grade level in school,
and the processes writers use to produce written text.

Humes

THE COHPOSING
PROBLEM

TEXT PRODUCED
SO FAR

1

of

L O N G -T E R M

Peer Critiquing
Teacher Comment
Formal Assessment

Model

Purpose
Audience
Subject
Author/Writer/
Persona

FEEDBACK ,
(Optlonal)

Instructional

TASK ENVIRONMENT

MEMORY

the

COMPOSIHG PROCESS

Arranging

— £► f Generating

Setting Goals

Revi ewl ng — ^ E x a t

Situation

Entering

Translating

Composing

Knowledge of content,
skills, techniques used
in composing, and use
of outside sources.

Figure 9
■Context Pyramid Model of Writing

Task

Situation
Organ izer

Writer

a. Input O r g a n i z e r
b. O u t p u t A u d i e n c e

Materials
a. E x t e r n a l
b. W r i t t e n
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Output

Input
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There are two aspects to the materials context.

One

aspect includes all relevant features and examples of some
physical stimulus that serves as input.

A second aspect of

the materials context includes all relevant features and
examples of the writer's text output.
The task context includes the features and examples
characterizing some directive for writing.

In addition, the

task context includes specification of a criterion that def
ines whether a writer used the appropriate procedure and
whether the writer achieved the appropriate goal specified
by the directive.
There are two aspects to the situation organizer con
text.

One aspect is the situation organizer as the person

responsible for having the writer write.

The second aspect

is the situation organizer as the audience for whom the
writer is writing.

Although the situation organizer is

usually both prompter for and evaluator of a writer's writing,
this need not always be the case.

Significant features of a

situation organizer might include the age, sex, or authoritative
power of the situation organizer.
Finally, the setting context is comprised of those
classes of features and examples that are characteristic of
where the writer writes and where the situation organizer
prompts and evaluates the writer's writing.

Hence, one might

characterize different types of writing in terms of whether
it was done in school or at home, in a group or individually,
and the physical distance between the situation organizer

and the writer.
In addition to the five contexts of this model, there
are three types of writing processes:
struction, and embellishment

reproduction,

recon

(Monsenthal, e t . a l ., 1983).

Reproduction refers to the process by which a writer produces
written text by literally extracting features of meaning from
a given meaning source or from a combination of meaning
sources

(Mosenthal, e t . a l ., 1983).

Reconstruction refers to the process by which a writer
produces written text by drawing inferences that are permis
sible interpretations of a meaning source

(or a combination

of meaning sources).
Embellishment refers to the process by which a writer
produces inferences that have no identifiable antecedent in
a meaning source or a combination of meaning sources.
Summary.

Thus, the literature reflects a growing

interest in the composing process and not just an interest in
the product of composing.

Several models were discussed

which suggest that composing is complex and cognitive.
The Importance and Need for Effective Writing in the
Classroom and Business
Terrence Earls explained the goals established for
writing skills.

Spelling, correctness, and overall appear

ance are all part of good writing
Chadwick
his article,

(1982)

(Earls, 1982) .

stressed the importance of grammar in

"Writers and Grammar:

An Image Problem".

mar is important, and it does have an effect on writing.

Gram
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Knowledge of sentence structure, usage, punctuation, and
paragraph development contribute to an understanding and an
appreciation of writing.

Chadwick wrote that such knowledge

gives writers a structure within which to work.

Writers can

choose among alternatives appropriate to the occasion and
audience and helps develop "syntactic versatility."
rigor of studying grammar disciplines the mind.

The

Also,

it

provides the mind with a depth of resources when the words
do not seem to flow.
of thought.

The process of study feeds the process

Chadwick stated,

"Let's show students that

grammar can help us, not bind us, as writer".
Goba agreed with Chadwick that writing should be taught
in the schools.

Goba

(19 82) stated,

"If I know grammar and

how to use it, I may become more skillful in doing so."

He

gave three reasons why grammar should be included in school
curriculum:
(1)
works.

Students gain an understanding of how language

Grammar is a process as well as content.
(2)

Teaching grammar involves the vocabulary germane

to the discipline.
(3)

Many educators, parents, and employers want English

teachers to teach grammar.
McQuade

(1980) gave his viewpoint of the importance of

teaching grammar.

Grammar has been taught because of tradit

ion, pressure from parents, administrators, other teachers,
and guilt.
Yates

(1983) wrote that an effective written document

must succeed in achieving the writer's purpose.

Both the

process of writing and the mechanics of writing should be
considered.
Several categories of professionals do well in the
area of writing skills.
Marwick,

Karen Schimpf, a writer at Peat

stated that graduates of Catholic High Schools have

a very good grounding in grammar and composition.

Lewis

Spence has taught writing to business executives for 30 years
He stated that the following groups do well in the area of
writing:

engineers, English and Liberal arts graduates

(Business W e e k , July 6, 1981).
Several studies have been conducted that confirm the
importance of communication in business.

Ninety-five percent

of the respondents in a study conducted by Rader and Wunsch
(1980) indicated that the ability to communicate orally and
in writing were factors considered important for success in
jobs in business.
A study by James Bennett of 35 executives revealed that
a formal business communication course is important.
course should include written and oral communication
1980; and Bennett, 1972) .

Huegli and Tschirgli

This
(Swenson

(1974) re

ported the methods of communication needed in entry-level
business positions.
The Personnel Journal

(June, 1982) reported that bus

inesses were complaining about the inability of executives
to write effectively and that business schools were noting
a serious deterioration in the writing skills of their
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students.

Three professionals have studied the problem:

David Terpstra, Washington State University; C. Randall Byers,
University of Idaho; and Paulette Carter Artee, business con
sultant, Albuquerque, New Mexico.

They suggested that bus

iness schools begin to concentrate on the importance of good
communication skills and require students to take courses in
business communication.
DiSalvo, Larsen and Seiler

(1976) asked respondents to

rank order a set of communication skills and to rank the
skills that should have been developed in college.

They con

cluded that writing was one of the skills that should be
developed in colleges.
The literature reveals the necessity of developing
writing skills.

Hulbert

(1981) reported that English mech

anics should be included in a business writing course.
Business executives confirm the need to include grammar and
spelling as important communication skills
Skarzenski,
Storms

(Stine and

1979).
(1983) conducted a survey of the graduates of

Miami University's School of Business Administration.

Storm's

survey shows that writing mechanics is an important part of
an entry-level business position.
Rand McNally Company conducted a survey of business
communications instructors in 1978.

Those instructors sur

veyed wanted to have communication theory, letter writing,
report writing and oral communication included in a business
communication textbook.

In the writing skills area, these
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instructors wanted:

(1)

spelling,

(2)

punctuation,

(3)

grammar/syntax consisting of subject-verb agreement, verb
tense, noun and pronoun case and person, pronoun reference,
dangling modifiers, and parallel construction,
methods, and

(5)

proofreading and revising

(4)

transition

(Powers, 1981) .

Several articles have been written that show concern
over students' lack of writing skills.

These articles all

confirm that students should be taught writing skills.

Con

sequently, business communication instructors should diagnose
and treat the deficiencies in this area

(Business W e e k , 1976;

Chronicle of Higher Education, 1976; Nation's Business, 1977;
Newsweek, 1975; Vik,
Dick Brown

1981; Warner, 1979; and Wilkinson,

(1981)

summarized business executives'

students' writing ability in his article,

1979).
and

"Why Businessmen

Can't Write— and What They Might Do About It."
. . . . business executives write so poorly that
they probably couldn't pass a freshman English exam.
Executive writing is a mess . . . . I try to persuade
my students that a good command of English is impor
tant and that it will help them in their careers, but
I can't blame them when they don't believe me.
Why
should they? They look around and see all kinds of
successful people who obviously can't write.
Beam

(1981) began his article with a quotation from a

Master of Business Administration student.
"I don't need to write well.
mistakes.

The student stated,

My secretary corrects all my

I just make the big decisions."

Beam wrote that

this student would increase his promotional potential if he
would take time to polish his writing skills.
Beam's

(1981) article gave the results of a survey of

deans of business schools and personnel directors of "Fortune

500" companies.

The results identified poor writing skills

as the most frequently mentioned weakness of young executives.
They indicated a need to remedy this deficiency.
Beam (1981) pointed out the advantages of writing well,
thus showing why poor writing should not be used.

Writing

well includes mastery of proper grammar and correct spelling.
Writing skills can be instrumental in making day-to-day job
performance more effective.

In addition, poor word choice

can make the difference between working constructively to
settle the issue at hand or endless quibbling over the intent
of the memo in the first

place.

A meeting

at the outset and remain

off track because

be discussed was poorly written.

can be "derailed"
thematerial to

As a result, the time of

the participants may be squandered.
Good writing makes the process of resolving issues more
efficient in terms of minimizing the total man-hours spent
to achieve the desired goal.

Good writing skills pay div

idends many times over in the effective use of executive
time (Beam, 1981).
Listening and Writing
A number of authorities have
relationships that exist

pointed

out the inter

among the language arts: oral and

written communication, reading, spelling, and handwriting
(Hildreth, 1948 and 1954; Betts,
Russell, 1946; and Townsend,

1945; Peake,

1947).

Mathews

1940;
(1969) pointed

out in her dissertation that there was a need for further

research to determine the influence of instruction in listen
ing

(or writing)

on writing achievement

(or listening achieve

ment).
Winter's

(1966) research investigated several questions

The question relevant to this study is, "What is the relat
ionship between listening and each of the other facets of
the language arts as measured by achievement tests?"

(She

used the Science Research Associate Achievement test in her
study).

Language arts were divided into capitalization,

punctuation skills, grammatical usage, and spelling.
According to the findings, capitalization and punct
uation skills were positively related to skill in listening
comprehension to a highly significant degree.

A moderate

but significant relationship was found to exist between
listening and grammatical usage

(.48 for all grades)

(Winter

1966) .
Winter

(1966) noted that many factors other than listen

ing contributed to the development of language skills.

Many

types of learning activities should be used to help young
sters improve in grammatical usage, punctuation, and capitali
zation skills.
The correlation between spelling and listening does
not appear as strong as that in the other two language areas.
The coefficient of correlation for all grades together was
.31.

It should be noted that 91% of the skill in spelling

must be accounted for by factors other than listening.

This

appears understandable because a great number of words in

the English language are not spelled the way they sound
(Winter, 1966).
The implication is that there does exist a relationship
between listening and spelling.

Activities need to be plan

ned that will teach children to listen for sounds when spel
ling.

In addition, activities need to be planned which are

independent of listening for sounds
Winter

(1966)

(Winter, 1966).

summarized her article by saying,

"The

relationships which were found to exist certainly indicate a
program where listening is used to reinforce the other areas
of learning whenever possible."
In April 1979, Spearritt presented a paper in Australia
entitled,

"Relationships Among the Four Communication Skills

During the Primary School Years."

He indicated that it is

often assumed that reading, writing,
are interrelated.

Perren

speaking, and listening

(as cited in Spearritt,

1979)

stated that "while there may be four such aspects of the use
of language, the skills overlap, are often integrated and
are certainly

not specific to any one aspect."

Spearritt

(1979) reports that several studies have been conducted which
have been generally limited to relationships among specified
pairs of the four skills:
1977; Schools Council,
et.al., 1947.
paper,

Clark,

1973; Novick and Waters,

1966; Wilkinson,

Spearritt

1965; and Wilkinson

(1979) asked the question in his

"To what extent are the four communication skills of

reading, writing,

listening and speaking related among

children in Grade 3 in primary school?"
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Spearritt

(1979) analyzed his data using correlations.

He found a moderate relationship between listening and writ
ing.

The boys' results were r = .48 and the girls' results

were r = .54.

The sample consisted of third grade children.

In addition, Spearritt used third, fourth,
sixth graders for a larger sample.

fifth, and

He described the results

as an initial moderate relationship becoming strong.
results for the boys were r = .48
.73

(6).

.64

(5), and .72

(3),

.55

(4),

.72

The results for the girls were r = .54
(6)

The
(5), and

(3),

.57 (4),

(Spearritt, 1979).

Spearritt explained that the four communication skills
tend to remain distinguishable throughout the period of pri
mary schooling.

The changing patterns of correlations among

the factors signify an increasing integration of language
performance
Gold

(Spearritt,

1979) .

(1973) conducted a study in listening giving

support to relationships between listening and the other com
munication skills.

She found that listening skills helped

establish a basis for achievement in speaking, reading, and
writing.
Lundsteen's

(1979) research shows a similar viewpoint

as those of the other researchers discussed in this section.
Lundsteen has developed a model comparing listening to the
other language arts.

There is constant interaction among

the language arts, with communication at the core
10 ).

(see Figure
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Figure 10
Lundsteen's Model of the Language Arts Interaction
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Summary.

The importance of effective writing in class

room and business settings is well-documented in the liter
ature.

This section reported both opinions and research

findings supporting the development of writing skills.

Such

evidence suggests that writing skills should be taught in the
classroom.

In addition, the relationship among the communi

cation skills was discussed.

These findings suggest that

there is interaction among all four skills.

CHAPTER III
METHODOLOGY
Introduction
This chapter describes the experimental design, meth
odology,

subjects, experimental treatments, writing instru

ment, data analysis procedures, and analysis of treatment
effects.
Subjects
Subjects in the study were 18 7 students enrolled in
intact classes of Business Communication 2071 at Louisiana
State University during the Fall of 1982.

The design for the

study consisted of four subject groups with two classes in
each group:

1) Listening Group

(n = 44); 2) Writing Group

(n = 50); 3) Listening and Writing Group
Control Group

(n = 48); and 4)

(n = 45).

Instrumentation
The test

(refer to Appendix C) was designed by Waltman,

Fenno, and Rivers

(1980) .

The Grammar Survey incorporated

eight grammar points suggested by Nash, director of the Com
position Laboratory at Auburn.
The testing instrument was a twenty-five item, multiple
choice test, entitled the Grammar Survey.

The Grammar Survey

consists of 25 sentences containing the following errors:
71
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(1)

comma splice,

fused sentence,
agreement,
ence.

(2) sentence fragment,

(5) misplaced modifier,

(7) dangling participle, and

(3) verb form,

(4)

(6) subject verb
(8) pronoun refer

The student was to select the correct answer from the

choices given for each item.

The number of items designed

to measure each grammatical error on the Grammar Survey can
be found in Appendix D.
Preliminary studies of the validity and reliability of
the Grammar Survey were based on analyses conducted by
Smeltzer at Louisiana State University in the Fall of 1982.
Validity:

Initial content validity for the Grammar

Survey was established by Waltman, Fenno, and Rivers

(1980).

These three judges examined and revised each item on the
Grammar Survey to ensure that individual items measured no
more than one of the eight possible grammatical errors.

When

disagreements occurred for individual items, these terms
were revised.
Criterion-related

(concurrent) validity for the Grammar

Survey was established by conducting a study with 281 business
communication students at Louisiana State University during the
Fall of 1982.

(Waltman and Smeltzer, 1983).

The results of

their studies suggested five correlations of interest to the
field of business communication.
1.

A significant, but relatively low correlation exists

between written report grades and scores on the Grammar Survey
(r = .24, p <
2.

.0002) .

A significant, moderate correlation exists between
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final grades in the business communication course surveyed and
scores on the Grammar Survey
3.

(r = .36, p < . 0001).

A significant, but slight relationship exists

between students' previous reactions to past writing classes
and their score on the Grammar Survey
4.

(r = .155, p < . 0 0 6 ) .

A significant relationship exists between Grammar

Survey scores and the likelihood of a student completing the
course.

Those completing the course had a mean score of 72%;

those dropping the course scored a mean of 65%.
5.

The study finally sought to determine which errors

tested by the instrument would account for the most variance in
the final Grammar Survey.

No significant difference in the

final existed for sentence fragment, fused sentence, misplaced
modifier, dangling participle, and pronoun reference.
Reliability;

Initial reliability estimates for the

Grammar Survey were established using a test-retest procedure.
The Grammar Survey was administered to 90 business communi
cation students,

35 MBA students,

25 remedial English students,

and 25 freshmen students on two occasions.

The time between

testing and retesting was approximately three weeks.

The

stability coefficient established for the Grammar Survey total
score was .83

(p^.05)

(Waltman and Smeltzer, 1983).

Research Design
The design for this study was a quasi-experimental pretest/
posttest control group design

(Campbell and Stanley,

three experimental groups and one control group.
diagram depicts the research design used;

1963) with

The following
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Experimental

Control

G3
G4

11
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G2
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C
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n=50

G1

°1

n=48

°1

n=45

°1

A 1

°i

X2' A1

°i

xr

°i

x2
9 ^0

Where:
X^ = Writing Treatment
X 2 = Listening Treatment
X^ and X 2 = Both Listening and Writing Treatment
A^ = Library Research Activity
A^ = Report Development Activity
All four groups were pre and posttested with the Grammar
Survey.

Experimental Group 1 received the writing treatment

and the library research activity.

Experimental Group 2 re

ceived the listening treatment and the library research acti
vity.

Experimental Group 3 received both treatments— listening

and writing.

The Control Group

(4) received the library re

search activity and the report development activity.
Validation of Instructional Treatments:

Both the listen

ing and the writing treatments lesson plans were validated for
content by a committee of experts in the field of business
communication

(See Appendix A ) .

Each of the experts received

an oral explanation of the purpose of the study and what
each treatment was intended to accomplish.

The experts re

ceived a form indicating a "yes" response or a "no" response
as to the suitability of the contents of the lesson plans.
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Experimental and Control Treatments
Group 1— Writing Treatment
The writing treatment was administered to one group,
which consisted of two sections or classes of business com
munication students.

The total number for the group was 50.

This group received the pretest, the writing treatment, instruc
tion in research principles, and the posttest.
The writing treatment was comprised of several general
instructional activities.
(1)

These included having:

The students read and write about the importance of

correct writing in business.
(2)

The students read and review writing skills princi

(3)

The students apply the writing skills rules to written

ples .

exercises.
(4)

The students discuss in class the answers to the

written exercises.

Students have the opportunity to practice

active listening.
Development of the lesson p l a n .

The discussion that fol

lows will explain how the activities in the lesson plan were
developed.

A detailed lesson plan can be found in Appendix B.

The writing treatment instruction lasted for three class ses
sions, each 50 minutes long.
The first assignment in the treatment consisted of having
the students do secondary research.

The purpose of this exercise

was to have the students find out the importance of correct
writing in business.

The instructor for each class and the

students were to discuss the importance of correct
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writing based on the research findings.

Each class was to

make a list of the importance of correct writing in business.
This assignment would stimulate interest in writing and help
motivate the students to do the remaining writing assignments.
The remaining part of the treatment was divided into
three separate parts:

reading, writing, and discussion.

The

reading assignment was done individually, which included
having the students review writing principles.
assignment was done in groups.

The writing

Each group of students had

a separate set of exercises to apply writing principles.
Then, each group presented their answers to the class with the
teacher acting as facilitator.

Thus, the teacher was able to give

feedback and reinforcement to the students.

An overhead and

transparencies with the writing exercises were used for the
discussion of the answers to the writing exercises.
Experimental Group 2— Listening Treatment
The listening treatment was administered to one group,
which consisted of two sections or classes of business com
munication students.

The total number for the group was 44.

This group received the pretest, the listening treatment,
instruction in research principles,

and the posttest.

The listening treatment was comprised of several general
instructional activities.
(1)

The students are to think about the listening pro

cess by discussing barriers
(2)
reading to

These are:

to effective listening.

The students are to practice active listening by
them fact-inference stories and then quizzing the
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students on the stories.
(3)

The students are to reflect on their own about

their listening skills.
(4)

The students are to actively listen to each other dis

cuss techniques for effective listening.
(5)

The students will have a story read to them so that

they could practice the listening techniques previously discussed.
Development of the lesson pl a n .

The discussion that

follows will explain how the activities in the lesson were
developed.

A detailed lesson plan can be found in Appendix B.

The listening treatment instruction lasted for four class
sessions, each 50 minutes long.
The treatment began with the administration of the "Busi
ness Listening" exercise

(See Appendix B ) .

Students were asked

to rank-order the seven items which they considered to be the
most serious barrier to effective listening.

This exercise

acted as a stimulant to get the students thinking about the
listening process.
After the students individually ranked the items, they were
arranged in groups to develop a group ranking.

One spokesperson

from each group was then asked to develop a group ranking.

One

spokesperson from each group was then asked to report to the
entire class what their group considered the major barrier to be
and why.
listening.

This latter part of the exercise had students actively
The form used for this exercise was "Business

Listening Exercise."

(See Appendix B ) .

The difference between physical and psychological barriers
was the theme of the lecture presented during the second hour.
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Emphasis was placed on the fact that listening is inherently
difficult and effective listening requires motivation, concen
tration, and attention.

The psychological barriers discussed

were set expectancy, selective perception, and bias.
was spent on bias than any of the other barriers.

More time

The barrier

of bias was demonstrated through an exercise, which had each
student reciting one bias which he/she thought distracted him/
her from effective listening.

Inferences versus observations

were demonstrated using a series of stories.

The models of

listening presented in Chapter II illustrate that the meaning
given to a message happens within each individual's mind.

Thus,

it is important that correct meaning is assigned to the message.
So, all of the exercises during this class session had the stu
dents working on assigning correct meaning to a message.
Students were given "The Art of Listening" as a take home
exercise, which could be completed in 10 minutes or less.
form used for this exercise can be found in Appendix B.

The
This

exercise was to once again get the students thinking about the
listening skills.

It was a motivation device for the next class

session on listening.
The 10 keys to effective listening were thoroughly discussed
during the next class session. The form used for this exercise
was the "The 10 Keys to Effective Listening".

(See Appendix B ) .

Examples of each key were- presented, and students were asked to
provide additional examples.
active listening.

Thus, students were practicing

At the end of this class period, students

were told that they would be required to take a test during the
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next class.
During the fourth class period of 50 minutes,

four addi

tional listening techniques were presented and thoroughly
discussed:

visualization, personalization, outlining, and

summarizing.

Students practiced each technique as the next

technique was presented.
also discussed.

Suggestions for taking notes were

Upon completion of this discussion, a test

called "The Big Day" was given to the students.
B).

(See Appendix

This gave the students an opportunity to apply the effective

listening techniques that had been discussed.
graded in class by each student.
own test.

The quiz was

Each student kept his or her

The students received high scores on the test.

The topic of listening was concluded with a summary of
all the points that had been discussed.
Experimental Group 3— Listening and Writing Treatment
The listening and the writing treatment was administered
to one group totaling 48.

This group received the pretest,

the listening and the writing treatments, and the posttest.
Group 3 did not discuss research principles.

Both treatments

were the same ones used for the listening group and the writing
group

(See previous discussion).

Group 4— Control
This group of 45 students received the pretest, the
library research activity, the report development activity, and
the posttest.

The library research activity included the

topics of using the library and the purpose of research.

A
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video tape was shown on using the LSU Library.

The report

development activity included how to write reports, the dif
ferent types of reports, and selection of a report topic for the
semester.

Information on both topics was taken from Busi

ness Communication by Himstreet and Baty

(1981) .

Upon com

pletion of both topics, the posttest was given.
Both activities did not target skills measured by the
Grammar Survey.

They were instructional activities which did

not focus on teaching specific listening and writing skills.
It was necessary to have a standard instructional activity be
cause of intact classes and the need to control and equate
instructional time.
Data Collection Procedures
A writing competency test was administered to eight
classes of business communications students at Louisiana State
University.
187.

The total number of subjects used in the study was

Four instructors in the Business Communications■and Office

Systems department at Louisiana State University administered
the test to their classes.

The test was given during the

second class session of the Fall 1982 semester.

The students

used computer scan sheets to record their answers.

Each

student had 50 minutes to take the test.
The students were told to read the instructions care
fully, and that this test would not be used as a grade in the
class.

It would be used for diagnosing strengths and weaknesses

in writing mechanics.

The only difference between pretest and

posttest procedures was in the explanation of taking the test.
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The students were told that it was being given to see if they
had improved their writing mechanics.

The subjects did not

know they were participating in a research experiment.
Data Analysis Procedures
Basic data for the study were student total scores on the
Grammar Survey.

Two kinds of analyses were performed using

individual student scores as the unit of statistical analysis.
These were:

(1)

analyses relative to psychometric characteri

stics of the Grammar Survey and

(2) analyses for assessing the

effects of the experimental treatments.
Psychometric Characteristics of the Grammar Survey
Item Analyses.

Individual item data on the Grammar Survey

were not available for subjects in the study when data were
collected in the Fall of 1982.

Therefore, a comparable sample

(n=160) of business communication students were administered
the Grammar Survey during the spring of 1984 to examine
psychometric characteristics of the Grammar Survey.
Reliability Analyses.

Individual item data on the

Grammar Survey were not available for subjects in the study when
data were collected in the Fall of 1982.
parable sample

Therefore, a com

(n=160) of business communication students

were administered the Grammar Survey during the spring of 1984
to obtain internal consistency reliability estimates using
Cronbach's alpha reliability procedures

(Hull and Nie, 1979).

Test-retest reliability for the Grammar Survey total
score using subjects in the fall 1982 sample was established
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by correlating pre and post Grammar Survey total test scores
for subjects in the control group which received regular
classroom instruction.
Analysis of Treatment Effects
The experimental design for the study was a pretest/
posttest control group design with three experimental treat
ment groups

(listening, writing, and listening and writing)

and one control group.

Individual student total Grammar

Survey scores were used to assess the effects of experimental
treatments in a manner which adjusts for pretest differences
between the intact groups'. The analysis of covariance procedure
allowed for an adjustment in initial pretest Grammar Survey
scores among the four groups in the design.
Post hoc comparisons of group means were made to test the
research hypotheses formulated.
A supplemental analysis was undertaken with a data set
comprised of those subjects who attained a score of 20 or
below on the pretest with the Grammar Survey.

An analysis of

covariance and post hoc comparisons were undertaken in the same
way each with the entire data set.

CHAPTER IV
RESULTS
Major results of the study are described in this chap
ter in two sections.

The first section presents results of

statistical analyses performed to assess characteristics of
the Grammar Survey.

The second section presents results of

statistical analyses performed to assess the effects of the
listening treatment, the writing treatment, and the lis
tening and writing treatment on business communication stu
dents' writing skills scores and to test the research hypo
theses .

Results of Analysis of the Grammar Survey
Data which would allow instrument item and reliability
analyses of the Grammar Survey were not available for the
fall, 1982, student sample.

Therefore, a comparable sample

(n = 160) of business communication students was administered
the Grammar Survey during the spring of 1984 to collect
item data to examine psychometric characteristics of the
Grammar Survey.

Detailed demographic characteristics of sub

jects were not available.

However, the descriptive infor

mation in Table 1 suggests that the two samples of students
were highly similar.
83

TABLE 1
Comparable Characteristics of the
1982 and 1984 Samples

Year

N

1982
1984

Jr.

Sr.

Males

Females

Fr.

So p h .

187

112
(59.9) *

75
(40.1)

28
(14.97)

120
(64.17)

6
33
(17.65) (3.20)

131

52
(39.7)

79
(60.3)

13
(9.92)

86
(65.65)

29
3
(22.14) (2.29)

* Percentages in parentheses
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Table 2 presents a summary of pretest means and stan
dard deviations for the Grammar Survey total test score
for the 1982 and 1984 student samples.

These descriptive

statistics show that the two student samples performed com
parably on the total Grammar Survey.

Differences observed

between Grammar Survey total score means and standard devia
tions were negligible.
Table 3 presents a summary of the descriptive statis
tics for the 1982 sample for the Grammar Survey.

Correla

tions between pre and- posttest total scores are also included
in the table.

Table totals for means and standard deviations

are for all groups combined.

The results in Table 3 show

slight pretest mean differences between the four groups rang
ing from 17.14

(writing)

to 18.83

(writing and listening).

Posttest mean scores varied from 18.80
(Writing and Listening).

(Control)

to 22.25

For the treatment groups, the

largest mean difference was for writing and listening
The mean difference for the Control group was 0.20.
Post Grammar Survey correlations varied from .28
Listening Group)

to .84

(3.43).
Pre/

(Writing and

(Listening Group).

Table 4 summarizes means and standard deviations for
each Grammar Survey item.

Items were scored as either

correct or incorrect

(1 or 0).

are less that 1.00.

Item means varied from 0.975

0.294
0.16

(#18).
(#3).

Therefore, all item means

Standard deviations varied from 0.50

(#3) to
(#16) to

The Grammar Survey mean total test score for the

1984 sample of business communication students was 18.55

TABLE 2
Summary Of Pretest Means And
Standard Deviations For The 1982 (n=187)
And 1984 (n=160) Student Samples For The
Grammar Survey Total Test Score

Sample

n

X

S.D.

1982

187

18.24

3.51

1984

160

18.55

3.93
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TABLE 3
Summary of Descriptive Statistics and
Pre/Post Correlations for the
Grammar Survey Total Test Score
(Fall, 1982 Sample; n=187)

Pre
Source

N

X

Post
S.D.

X

S.D.

x *
Diff.

Pre/Post
Score Cor
relations

Control

45

18.60

3.30

18.80

3.39

0. 20

.73

Listening

44

18.48

3. 95

19.18

3.89

0.70

.84

Writing

50

17.14

3.52

19.46

2.90

2.32

.54

Writing &
Listening

48

18.83

3.07

22.25

1.93

3.43

.28

187

18.24

3.50

19.95

3.35

Total

*

x Diff. scores computed by subtracting pretest
x from posttest x.

.61
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TABLE 4
Summary of Item Means and Standard
Deviations for the Grammar Survey
(n=160; Spring, 1984 Sample)

Item
Number

Mean

S.D.

Item
Number

1

0.788

0.41

14

0.894

0.31

2

0.881

0.32

15

0.756

0.43

3

0.975

0.16

16

0.525

0.50

4

0.813

0.39

17

0.600

0.49

5

0.650

0.48

18

0. 294

0.46

6

0.919

0.27

19

0. 725

0.45

7

0. 744

0.44

20

0.638

0.48

8

0.775

0.42

21

0.90

0.30

9

0.838

0.37

22

0.875

0.33

10

0.650

0.48

23

0.838

0.37

11

0.781

0.41

24

0.663

0.47

12

0.588

0.49

25

0.781

0.41

13

0.663

0.47

Mean

S.D.
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with a standard deviation of 3.93

(see table 2).

The

psychometric characteristics of the Grammar Survey were
examined using item data derived from the 1984 student sam
ple.
Alpha Reliability.

Item data for the Grammar Survey

for the 1984 sample were analyzed using procedures suggested
by Cronbach

(Hull and Nie, 1979)

sistency reliability.

to establish internal con

The Alpha coefficient for the Grammar

Survey was .75.
Test-Retest Reliability.

Test-retest reliability for

the Grammar Survey total score using subjects in the fall
1982 sample was established by computing a Pearson ProductMoment correlation coefficient using pre and post Grammar
Survey total test scores for subjects

(n = 45) in the Control

group which received standard instructional activity.

The

test-retest reliability coefficient was .73.
Item Difficulty and Discrimination Indices.

Item

difficulty and discrimination indices were computed for each
item on the Grammar Survey.

Table 5 presents the item dif

ficulty index for each item for the 1984 sample of business
communication students.

Item difficulty indices approach

zero when all examinees respond correctly to a particular
item.

When a test item is answered correctly by only the

number expected to respond correctly by guessing, the dif
ficulty index is close to chance level

(Hopkins and Antes,

1979) .
The results in table 5 show that the Grammar Survey dif-
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TABLE 5
Summary of Item Difficulties
For The Grammar Survey
(1984 Sample; n=160)

Difficulty
Index

Item
Number

Difficulty
Index

1

20.59

14

10.90

2

16.67

15

30.38

3

03.92

16

50.00

4

19.61

17

44.12

5

36.27

18

62.75

6

08.91

19

28.43

7

29.41

20

33.33

8

27.45

21

12.75

9

17.82

22

11.76

10

36.63

23

18.63

11

20.59

24

32.35

12

41.18

25

20.59

13

33.33

ficulty indices varied from a high of 62.75
"difficult" item) to a low of 3.92

(#18 . . .

(#3 . . . "easy" item).

When the results are considered collectively, 24 of the 25
indices are

50 or below which suggests the Grammar Survey

was too "easy" for these students.

The optimal difficulty

index for any item within classical test development proce
dures for a four-alternative multiple choice test is

50.

Table 6 presents a summary of item discrimination
indices for each item on the Grammar Survey for the 1984
sample of business communication students.

The discrimi

nation index measures how well a test item identifies dif
ferences in performance

(ability)

levels of subjects.

A

test of highly discriminating items is able to differen
tiate individuals in terms of achievement levels and will
rate high in reliability

(Hopkins and Antes,

1979) .

Item discrimination indices can range in value from
+1.00 to -1.00.

The higher the discrimination value, the

better an item can differentiate high performing from lowperforming subjects.

The difficulty level of an item, of

course, can limit its ability to differentiate individual
performances.

Any item which has a discrimination index of

+.40 or above is considered to be very effective in dis
criminating individual differences in performance.

Values

between +.20 and +.39 are considered satisfactory.

Items

below values in this range are suspect and in need of re
vision (Hopkins and Antes,

1979) .

92

TABLE 6
Summary of Item Discrimination Values
For The Grammar Survey
(1984 Sample; n=160)

Discrimination
Value

Item
Number

Discrimination
Value

1

0.229

14

0.083

2

0.183

15

0.438

3

0.042

16

0.604

4

0.250

17

0.729

5

0.354

18

0.291

6

0.042

19

0.396

7

0.458

20

0.413

8

0.417

21

0.146

9

0.229

22

0.000

10

0.541

23

0.188

11

0.063

24

0.146

12

0.542

25

0.188

13

0.375
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Item discrimination values for the Grammar Survey in
Table 6 ranged from +.729

(#17) to 0.00

(#22).

When all

values are considered collectively, only eight Grammar Survey
items were +.40 or above and only five were between +.20
and +.39.

These results suggest that the Grammar Survey

may not adequately differentiate business communication
students in terms of grammar ability.
Results of Analyses of Experimental Treatments
The data analysis design used to test research hypo
theses and assess the effects of experimental treatments was
an analysis of covariance with the Grammar Survey pretest
scores used as a covariate for all groups.

Results of these

analyses as they relate to each of the research hypotheses
are presented in the following section.
The general purpose of this study was to investigate
the effects of listening and writing skills instructional
modules on the learning of grammar skills by higher edu
cation business communication students.

The working re

search hypothesis was that students receiving the instruc
tional module treatments would score significantly higher on
a grammar skills test than students receiving regular class
room instruction.

Specific hypotheses for the study were

formulated relative to each of the instructional module
treatment conditions.

These hypotheses were derived from

past research findings xn the literature on listening and
writing skills, their relationship and their effects on
learning.

The specific research hypotheses were as follows:

1.

Business communications students who receive a

listening treatment will score significantly higher on a test
of grammar skills than business communications students who
receive a standard instructional treatment.
2.

Business communications students who receive a

writing treatment will score significantly higher on a test
of grammar skills than business communications students who
receive a standard instructional treatment.
3.

Business communications students who receive both

treatments

(listening and writing) will score significantly

higher on a test of grammar skills than those business
communications students who receive a standard instructional
treatment.
4.

Business communications students who receive lis

tening and writing treatments will score significantly
higher on a test of grammar skills than business communi
cations students who receive only a listening treatment, a
writing treatment, or a standard instructional treatment.

Evaluation of Model Fit
Table 7 presents a summary of an analysis of variance
for the general linear models procedure

(SAS Institute, Inc.,

1979) used to assess the goodness of fit of the data
analytic model.

The overall analysis of variance pro

cedure partitions the total sum of squares for the dependent
variable

(Grammar Survey posttest scores)

attributed to variables in the model
treatment)

into the portion

(pretest scores and

and the portion attributed to error.
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TABLE 7
Summary of the Analysis of Variance
for the General Linear Models
Procedure to Assess Model Fit
(n=187)

Source

DF

SS

MS

F
48.98

Model

4

1084.80

71.20

Error

182

1007.77

5.54

Corrected
Total

186

2092.57

R 2 = 0.52

P
0.0001

The F-value in the table is an index of how well the model
as a whole accounts for the dependent variable's behavior.
For this analysis the F-value was equal to 48.98; p < 0.0001.
The results of this analysis support the models ability
to account for variation in the Grammar Survey posttest
scores.

The

value of 0.52 shows that 52% of the vari

ation in the Grammar Survey posttest scores can be accounted
for by variables in the model rather than error.
Based on the results of this analysis, conditions for
computing the analysis of covariance were considered satis
fied.
Examination of Treatment Effects
In order to examine the effects of the experimental
treatments on the Grammar Survey? an analysis of covariance
procedure was utilized using posttest Grammar Survey scores
on the dependent variable and pretest Grammar Survey scores
on the co-variate.

This procedure allowed for an exami

nation of the effects of the experimental treatment

(in

dependent) variables while statistically controlling for pre
test mean differences between groups on the Grammar Survey.
Table 8 presents a summary of the analysis of covar
iance results for the fall 1982 sample

(n = 187).

values for each of the treatment groups were:
(writing);

10.66; p<.0013

(listening and writing).

The F-

39.86; p<.001

(listening); and 3.83; p ^ . 0 5 2 0
These results demonstrated that

the experimental treatments effected differences between
groups when posttest scores were adjusted for initial group

TABLE 8
Summary of Analysis of Covariance
Fall 198 2 Sample (n=187)

Source

DF

SS

F-Value

P

Writing

1

220.74

39.86

.0001

Listening

1

59.04

10.66

.0013

Writing &
Listening

1

21.18

3.83

.0520

differences.

Post hoc comparisons between group means were

then made to test research hypotheses in the study.
Results of Significance Tests for Hypotheses
Post hoc analyses were completed to test for the sig
nificance of major research hypotheses using adjusted
(least squares) means.

Least squares means for each of the

treatment groups are presented in Table 9.

Table 10 sum

marizes probabilities for the significance of differences
between post hoc mean comparisons made.

Results of post

hoc comparisons made relative to each research hypothesis
are as follows:
Hypothesis o ne :

Business communications students who

receive a listening treatment will score significantly
higher on a test of grammar skills than business communi
cations students who receive a standard instructional treat
ment .
Table 9 shows that the adjusted posttest mean for
the listening group was 19.05 while the adjusted posttest
mean for the control group was 18.59.

The difference be--

tween these two means was not statistically significant as
indicated by the probability associated with the post hoc
comparison in Table 10

(p=0.3655).

Based on these results,

the research hypotheses was not confirmed.
Hypothe Sis two t

Business communications students who

receive a writing treatment will score significantly higher
on a test of grammar skills than business communications
students who receive a standard instructional treatment.

TABLE 9
Adjusted

(Least Squares) Means for the Grammar Survey(Fall 1982 Sample, n=187)

Group

Least Squares Mean

Control

18.59

Listening

19.05

Writing

20.10

Listening &
Writing

21.91

TABLE 10
Post Hoc Analysis
Of All Four Groups
(Fall 1982 Sample, n=187)

Group

1

Control

1

Listening

2

Writing

3

Writing &
Listening

4

2
0.3655
-

3

4

0.0024

0.0001

0.0338

0.0001

-

0.0002
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Table 9 shows that the adjusted posttest mean for the writing
group was 20.10 while the adjusted posttest mean for the
control group was 18.59.

The difference between these two

means was statistically significant as indicated by the
probability associated with post hoc comparisons in Table
10

(p = 0.0024).

Based on these results, the research hypo

thesis was confirmed.
Hypothesis three:
receive both treatments

Business communications students who
(listening and writing) will score

significantly higher on a test of grammar skills than those
business communications students who receive a standard in
structional treatment.
Table 9 shows that the adjusted posttest mean for the
combination group of listening and writing as 21.91 while
the adjusted posttest mean for the control group was 18.59.
The differences between these two means was statistically
significant as indicated by the probability associated with
post hoc comparison in Table 10 (p = 0.0001).

Based on these

results, the research hypothesis was confirmed.
Hypothesis four;

Business communications students who

receive listening and writing treatments will score signi
ficantly higher on a test of grammar skills than business
communications students who receive only a listening treat
ment, a writing treatment, or a standard instructional
treatment.
Table 9 shows that the adjusted posttest mean for the
listening and writing group was 21.91 while the adjusted

posttest mean for the listening group was 19.05; the writ
ing

group was 20.10; and the control group was 18.59.

The

differences among the means was statistically significant
as indicated by the probability associated with post hoc
comparisons in Table 10

(listening, p=0.0001; writing,

p=0.0002; and control, p=0.0001).

Based on these results,

the research hypothesis was confirmed.
Summary.

Three of the four hypotheses were confirmed

by the analysis, and the results of the analysis of cova
riance show minor differences between the listening treat
ment and the standard instructional activity.

While no

specific hypothesis was formulated, it is interesting to
note differences between the listening and the writing
treatments.

Table 9 shows that the adjusted posttest

mean for the listening group was 19.05 while the adjusted
posttest mean for the writing group was 20.10.

The

differences between these two means was statistically
significant as indicated by the probability associated with
post hoc comparisons in Table 10

(p = 0.0338).

Supplemental Statistical Analysis Results
Because of concern about pretest ceiling effects,
supplemental analyses were undertaken with the subjects who
scored 20 or below on the writing skills pretest, using pro
cedures outlined in Chapter III.

Because variation in the

data set was altered considerably, the procedures model
was again evaluated to test for the appropriateness of the
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ensuing analysis of covariance procedure.
Evaluation of Model Fit
Table 11 presents a summary of an analysis of variance
for the general linear models procedure
1979)

(SAS Institute, Inc.,

used to assess the goodness of fit of the data analytic

model.

The overall analysis of variance procedure partitions

the total sum of squares for the dependent variable
Survey posttest scores)
variables in the model

(Grammar

into the portion attributed to
(pretest scores and treatment)

and the portion attributed to error.

The F-value in

the table is an index of how well the model as a whole
accounts for the dependent variable's behavior.

For this

analysis the F-value was equal to 24.20; p<0.0001.

The

results of this analysis support the models ability to
account for variation in the Grammar Survey posttest scores.
The R

2

value of 0.43 shows that 43% of the variation m

the

Grammar Survey posttest scores can be accounted for by
variables in the model rather than error.
Based on the results of this analysis, conditions for
computing the analysis of covariance were considered
satisfied.
Examination of Treatment Effects
Table 12 presents a summary of the analysis of cova
riance results for the fall 1982 sample using only those
subjects who
pretest.

scored 20 or less on the Grammar Survey

The F-values for each of the treatment groups
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TABLE 11
Summary of the Analysis of Variance
for the General Linear Models
Procedure to Assess Model Fit
With Subjects Who Scored
20 or Less on the Grammar Survey Pretest
(Fall 1982, n=131)

Source

DF

SS

MS

Model

4

626.92

156.73

Error

126

815.98

6.48

Corrected
Total

130

1442.90

R 2 = 0.43

F
24.20

P
0.0001
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TABLE 12
Summary of Analysis of Covariance
With Subjects Who Scored
20 or Less on the Grammar Survey Pretest
(Fall 1982, n=131)

SS

F-Value

P

1

260.70

40.26

.0001

Listening

1

77.25

11.93

.0080

Writing &
Listening

1

42.38

6.54

.0120

Source

DF

Writing
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were:

40.26; p C 0001 (writing) ; 11.93; p<.008

6.54; p<.012

(listening and writing).

(listening);

These results demon

strated that the experimental treatments effected differ
ences between groups when posttest scores were adjusted for
initial group differences.

Post hoc comparisons between

group means were then made to test research hypotheses in
the study.
The analysis of covariance changed very little regard
less of whether total scores were used or only those subjects
who scored 20 or below on the pretest.

Table 13 shows both

cases and the F-value for each group.
Results of Significance Tests for Hypotheses
Post hoc analysis were completed to test for the sig
nificance of the group major research hypotheses using ad
justed

(Least Square) means.

Least square means for each Of

the treatment groups are presented in Table 14.

Table 15

summarizes probabilities for the significance of differences
between posttest mean comparisons made.
Hypothesis o n e :

Business communications students who

receive a listening treatment will score significantly
higher on a test of grammar skills than business communi
cations students who receive a standard instructional treat
ment .
Table 14 shows that the adjusted posttest mean for the
listening group was 17.64 while the adjusted posttest mean
for the control group was 17.26.

TABLE 13
Results of the Analysis of
Covariance for the Fall 1982
Sample (n=187, total scores;
n=131, subjects who scored
20 and Below)

n=137
n=131
Group____________ F___________ P___________ F____________ P_
Writing

39.86

.0001

40.26

.0001

Listening

10.66

.0013

11.93

.0080

Writing &
Listening

3.83

.0520

6.54

.0120

TABLE 14
Adjusted (Least Squares) Means For
Subjects Who Scored 20 or Below on the Pretest
(Fall 1982 Sample, n=131)

Group

Least Squares Mean

Control

17.26

Listening

17.64

Writing

18.93

Listening &
Writing _

21.65

TABLE 15
Post Hoc Analysis of All Four Groups
With Subjects Who Scored 20 or Below
(Fall 1982 Sample, n=131)

1

Group
Control

1

Listening

2

Writing

3

Listening &
Writing

4

-

2
0.5665
-

3

4

C .0074

0.0001

0.0421

0.0001

-

0.0001
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The difference between these two means was not statistically
significant as indicated by the probability associated with
post hoc comparisons in Table 15 (p = 0.5665).

Based on these

results, the research hypothesis was not confirmed.
Hypothesis t w o :

Business communications students who

receive a writing treatment will score significantly
higher on a test of grammar skills than business communi
cations students who receive a standard instructional treat
ment .
Table 14 shows that the adjusted posttest mean for the
writing group was 18.93 while the adjusted posttest mean for
the control group was 17.26.

The difference between these

two means was statistically significant as indicated by the
probability associated with post hoc comparisons in Table
15 (p = 0.0064).

Based on these results, the research

hypothesis was confirmed.
Hypothesis three:

Business communications students

who receive both treatments

(listening and writing) will

score significantly higher on a test of grammar skills than
those business communications students who receive a stan
dard instructional treatment.
Table 14 shows that the adjusted posttest mean for the
combination group of listening and writing was 21.65 while
the adjusted posttest mean for the control group was 17.26.
The difference between these two means was statistically
significant as indicated by the probability associated with
post hoc comparisons in Table 15

(p = 0.0001).

Based on

I l l

these results, the research hypothesis was confirmed.
Hypothesis fou r :

Business communications students who

receive listening and writing treatments will score signi
ficantly higher on a test of grammar skills than business
communications students who receive only a listening treat
ment, a writing treatment, or a standard instructional treat
ment.
Table 14 shows that the adjusted posttest mean for the
listening and writing group was 21.65 while the adjusted
posttest mean for the listening group was 17.64; the writing
group was 18.93; and the control group was 17.26.

The dif

ference among the means was statistically significant as
indicated by the probability associated with post hoc com
parisons in Table 15

(listening, p=0.0001; writing, p=0.0001;

and control, p=0.0001). Based on these results, the research
hypothesis was confirmed.
Summary.

Three- of the four hypotheses were confirmed

by the analysis, and the results of the analysis of covar
iance show minor differences between the listening treat
ment and the standard instructional activity.

While no

specific hypothesis was formulated, it is interesting to
note differences between the listening and the writing
treatments.

Table 14 shows that the adjusted posttest mean

for the listening group was 17.64 while the adjusted post
test mean for the writing group was 18.93.

The difference

between these two means was statistically significant as
indicated by the probability associated with post hoc
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comparisons in Table 15

(p=0.0421).

The supplemental analysis is comparable to the findings
of the original data.

Both comparisons agree that the lis

tening and the control groups were not statistically signi
ficant.

However, the comparisons between the writing and the

control, and the combination treatment of listening and
writing and the control group were statistically significant.
In addition, hypothesis four was confirmed with both
analyses
set) .

(the original data set and the supplemental data

CHAPTER V
DISCUSSION, RECOMMENDATIONS, AND SUMMARY
Overview of the Research Study and Results
The generally stated purpose of this investigation was
to assess the effects of manipulated listening and writing
treatments on business communications student's writing skills.
This study was conducted with intact classes of business
communications students at Louisiana State University during
the fall semester 1982.

The number of subjects totaled 187.

A quasi-experimental pretest/posttest design was used
for the study.

The groups and their treatments are shown in

the following chart:
Group
1

Ol
°1.

Treatment

02

Control

°2

2

Ol

Listening

°2

3

Ol

Writing

°2

4

°1

Listening &
Writing

°2

0^ = Pretest
O 2 = Posttest
Overall findings of the experiment provide moderate
support for past research indicating that teaching both
listening skills and writing skills to business c o m m u n i c a t i o n s
113
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students will improve their writing skills.

The findings of

this study provide support for past research which indicates
that teaching writing skills to business communications
students does improve business communications student^1 writ
ing skills.

In addition, support is provided for past res

earch which indicates that teaching business communications
students listening skills does improve their writing skills.
Major results of the study indicated that the inde
pendent variables examined did have an effect on the writing
skills of business communications students.

The combination

of the writing and the listening treatment appeared to have
the greatest impact on the business communications students'
grammar test scores although the writing treatment and the
listening treatment produced statistically significant effects
using an analysis of covariance.
The results of the study should be interpreted with
caution because of the apparent psychometric quality of the
testing instrument.

Content validity of the Grammar Survey

was determined by three experts in the field of business
communications.

As a group, they determined the "suitability"

of each test item as a measure of grammar skill.

The results

of this procedure suggested that the Grammar Survey pos
sesses adequate content validity.

Criterion-related validity

for the Grammar Survey was established by conducting a study
with 231 business communicatiors students at Louisiana State
University during the fall of 1982 using classes and course
completion likelihoods, course grades, and reactions to past
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writing figures criteria.

The results of these studies sug

gested somewhat low to moderate validity coefficients for the
Grammar Survey.
Discussion
Several problems were encountered with the Grammar
Survey.

The results of the criteron-related validity study

done in the fall 1982 suggested somewhat low to moderate
validity coefficients.

Because of high pretest scores

(1982 = 18.24 and 1984 = 18.55), additional analyses were
completed on the Grammar Survey using a 1984 sample of
business students.
The results of the item analyses suggest that many of
the items were too easy and did not differentiate between
high ability and low ability subjects.

In addition, the

Grammar Survey consisted of only 25 items which makes its
reliability suspect and which questions its utility for
measuring a wide range of individual differences in grammar
skill.
If the Grammar Survey were redesigned, it should be
lengthened.

Vockell

(1983) writes that one source of an

unreliable testing instrument is an inadequate number of
items.

The Grammar Survey consisted of twenty-five items.

The Grammar Survey would still have

a multiple choice format

with four possible choices for each

questions.

Based on the

item discrimination and item difficulty analyses, a large
number of questions would need to be rewritten or eliminated.
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A limitation of the study was encountered in the res
earch design.

Since intact classes were used, true random

selection was not possible.

Thus, an analysis of covariance

was the statistical procedure used to equate groups for pre
existing performance difference.

This procedure is never

preferred to using true randomization and true experimental
designs.
Another variable influencing the results of the study
could be the differences observed due to the instructor and
not the treatments.

This variable could not be randomized

because of intact classes.
The results of the hypotheses tested appear consistent
with some of the past research that was reviewed in Chapter
II.

Hypothesis 1 tested for the effect of a listening treat

ment vs. a standard instructional treatment on the writing
skills of business communications students.

This particular

hypothesis has not been tested in any of the research studies
reported.

The available literature suggests that students

will improve their listening skills if they are taught
listening

(as cited by Pearson and Fielding,

1953; Canfield,

1961; Trivette, ±961; Lundsteen,

DeSousa and Cowles,
1972; Lemons,

1982):

1967; Thorn,

1968; Kranyik,

Pratt,

1963;
1971; Morrow,

1974, Early, 1960; and Duker, 1969.

The results

of the analysis of covariance yielded an F-value that is
significant at the .0013 level.

However, the results of the

post hoc analysis indicates no significant differences
existed between the listening treatment and the standard
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instructional treatment

(p=0.3655).

The results can be inter

preted to mean that the students who received the listening
treatment did no better on the Grammar Survey th n the
business communications students who received the standard
instructional treatment.
Hypothesis 2 tested for the effect of a writing treat
ment vs. a standard instructional treatment on the writing
skills of business communications students.

The literature

suggests that students will improve their writing skills if
they are taught writing
1979; Weaver,

(O'Hare,

1978; Humes,

1973; Smelstor,

1980; and Harsh,

1978; Meade,

1965).

The

results of this analysis of covariance suggest that students,
who are taught writing will improve their writing skills.
Hypothesis 3 tested for the effect of the combination
of the listening treatment and writing treatment vs. a
standard instructional treatment on the writing skills of
business communications students.

The li.terature suggests

that an interrelationship exists among all four communication
skills;

reading, writing, listening, and speaking

1966; Spearritt,
and Lundsteen,

(Winter,

1979; Gold, 1973; Wolvin and Coakley,

1979).

1982;

Both the analysis of covariance and

the post hoc analysis produced significant differences.

The

combination treatment was effective for improving business
communications students writing skills' scores.
Hypothesis 4 questioned which treatment would have the
greatest effect on the writing skills of business communications
students.

Presently, no data are available which make an
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assumption as to which treatment would be the most effective.
The results of the post hoc comparisons suggest that the
combination of the listening and the writing treatment is the
most effective treatment when compared to the other two
treatments.
Several findings of the study are unique and make ap
parent contributions to the professional literature on
teaching and learning communication skills.

The results of

the analysis of covariance suggest that students who are
taught listening skills will improve their writing skills.
However, the differences in groups is not large.

The mean

difference range from a low of .2 to a high of 3.43.

Thus,

the question is raised about the practical application of
the results.
In addition, the result of the combination of the lis
tening and the writing treatment suggests a similar effect as
the listening treatment.

Such evidence is not available for

students in higher education or in business communicatiors.
Thus, this study will contribute to both the literature re
lated to higher education and business communications.
Results of the present investigation are supported by
existing theories related to learning, instruction, teaching
model^, listening, and writing.

The results of the analysis

of covariance for the hypotheses tested confirm that each
treatment was significant.

Post hoc analyses indicate that

students who receive the combination of the listening and
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the writing treatment improved the most on the Grammar Survey.
The writing group also improved their scores on the Grammar
Survey.

However, the results of the listening group suggested

no improvement on their scores on the Grammar Survey.
Several different theories exist, which help explain
how people learn:
stance

mental discipline theories of mind sub

(Bigge, 1971);

of behavior

stimulus response conditioning theories

(Bigge, 1971 and Gazda, Corsini, e t .a l ., 1980),

cognitive and information-processing
1980), social, and observational
1980.

(Gazda, Corsini, e t .a l .,

(Gazda, Corsini, e t .a l .,

All have been effective in one context or another

with learning tasks.
Attempts were made to control variables.

The design

selected attempted to control the allocated time between pre
test and posttest and the amount of instruction.

Though the

absolute differences were not large, the posttest adjusted
least squares means were statistically significant given the
sample size.
In addition, it is possible that the amount of practice
and feedback varied among the groups.

Examples of this in

clude the listening and the writing treatments being con
sistent with the amount of feedback.

When comparing the

writing treatment with the standard instructional treatment,
the writing treatment provided for more reinforced practice
even though the time allocated was the same.

When comparing

the listening treatment with the standard instructional treat
ment, the listening treatment provided for more reinforced
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practice even though the time allocated was the same.

No

attempts were made to measure the amount of practice time
in the standard instructional treatment.
The literature suggests that an interrelationship exists
among the four communication skills of listening, speaking,
reading, and writing
1979).

Spearritt

(Winter, 1966; Gold,

(1979)

1973; and Lundsteen,

focuses on the interrelationship

between listening and writing and concludes that as elementary
school children progress through the grade levels this
relationship grows stronger.
The results of the Grammar Survey compare favorably
with the reported literature that a moderate to strong re
lationship exists between listening and writing.
An examination of the listening literature shows a
common element for all the listening models:
Bugelski

paying attention.

(1971) also considers the need for students to

attend or pay attention to the stimuli around them.

However,

this study did not attempt to measure students' ability to
pay attention.
The writing theories presented in the literature re
view indicate three approaches to writing:
tancing, and modeling.

processing, dis

No one theory can be cited that

explains the differences reported in the study.
Recommendations
In extending the line of inquiry for future studies,
several recommendations can be made.

First, the Grammar
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Survey should be either lengthened or rewritten using a
different testing format, perhaps one with reproductive
items and not multiple choice.

Another consideration would

be to use a different writing skills instrument.
In addition, changing the scoring method could give
different results.

Holistic scoring with reproductive items

could be more effective and useful in making inferences about
what students learned than a multiple choice format.
The results of the study are statistically significant
and indicate that teaching both listening and writing to the
same group does improve the group's scores on a writing
skills test.

This suggests that both skills— listening

and writing— should be taught in a business communications
course.

The writer recommends that the business communi

cations instructors include both skills in their business
communications courses.
In designing future studies, greater efforts should
be made to use random sampling.

Because intact classes

were used, analysis of covariance had to be used suggesting
that the results on the Grammar Survey may have been due to
chance and not to treatment effects.
Another important consideration would be to include
additional groups in the design so as to assess for the
effects of pretesting.
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It appears from the findings in the study that more
research needs to be done in the business communications
area so that teaching the isolated skills of listening and
writing will improve students’ scores on a writing skills
test.

The study reveals that a slight improvement was made.
Perhaps if this study is duplicated,

a listening test

could be administered so that data on college-age business
communications students listening skills could be gathered.
Another recommendation to consider would be to design,
implement, and evaluate a preliminary study using random
sampling with a variety of subjects in another setting.

The

researcher also recommends that students should be tested
again after the posttest and at a later date in the semester.
This would allow for long-term retention and recall to be
tested as opposed to just short-term.
Summary
This study investigated the effects of a manipulated
listening treatment and a writing treatment on business com
munications students’ writing skills.

Predictive hypotheses,

as derived from past research findings, indicated that listen
ing was a base upon which writing was developed.
Each of the 187 subjects was assigned to one of three
treatments

(listening, writing, and the combination of listen

ing and writing).

A. quasi-experimental pretest/posttest
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design was used for this study.

The listening treatment con

sisted of a series of activities making the students aware
of the importance of listening, reflecting on their own
listening skills, and practicing active listening.

In addit

ion, the writing treatment consisted of a series of activities
making the students aware of the importance of correct writing
in business reviewing writing principles and practicing the
writing principles.
The effectiveness of the treatments was assessed with
a writing skills instrument

(Grammar Survey) designed by bus

iness communications authorities.

The same instrument was

used as the pretest and the posttest.
study

All subjects in the

(n=187) were administered the Grammar Survey.
Analysis of covariance indicated that the writing treat

ment, the listening treatment, and the combination of writing
and listening produced statistically significant differences
in Grammar Survey scores.

Thus, it appeared that the treat

ments were effective in improving students' writing skills.
Results should be interpreted with caution because of the
psychometric characteristics of the Grammar Survey.
Post hoc analysis was done to determine which treatment
was the most effective.

The combination of the listening

and the writing treatment showed the greatest improvement
with the writing-treatment coming in second.

The listening

treatment was not significant.
The generalizability of the experimental results may
have been limited by procedures and guidelines used in

selecting subjects for the study, the particular subjects
used, the college from which the subjects were selected,
and the nature of the experimental tasks.
In addition, recommendations were made in this chapter
concerning changes in this study if it were to be repli
cated

(see pages 120-122) .
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LISTENING TREATMENT
LESSON PLAN

OBJECTIVES:
1.

The students will rank order seven items which they
believe to be the most serious barrier to effective
listening.
Then, the students will do the same
exercise in a group.

2.

The students will discuss inclass physical and psycho
logical barriers to effective listening.
The students
will listen to fact-inferences stories and answer
questions related to the stories.

3.

The students will complete The Art of Listening.

4.

The students will discuss the techniques to effective
listening.

5.

The students will take a listening quiz called "The
Big Day."

SUGGESTED TEACHING TIME:
The listening treatment consisted of a four hour lesson
plan that emphasized skill development.
Hour 1
The treatment began with the administration of the
Business Listening exercise.

Students were asked to rank-

order the seven items which they considered to be the
most serious barrier to effective listening.

This exercise

acted as a stimulant to get the students thinking about
the listening process.
After the students individually ranked the items, they
were arranged in groups to develop a group ranking.

One

spokesperson from each group was then asked to develop
a group ranking.

One spokesperson from each group was

then asked to report to the entire class what their group
considered the major barrier to be and why.

The form

used for this exercise was Business Listening Exercise.
Hour 2
The difference between physical and psychological
barriers was the theme of the lecture presented during
the second hour.

Emphasis was placed on the fact that

listening is inherently difficult and effective listening
requires motivation and concentration.

The psychological

barriers which were discussed were set expectancy,
perception, and bias.

selective

Each of these barriers were demon

strated through exercises.

More time was spent on bias

than ony of the other

barriers.

recite one bias which

they thought distracted them from

effective listening.

Each student was asked to

Inferences versus observations were

demonstrated using a series of stories.

The form used for

this exercise was "Inference versus Observation."
Students were given The Art of Listening as a take home
exercise at the completion of this class.

The form used for

this exercise was The Art of Listening.

Hour 3
The 10 keys to effective listening were thoroughly dis
cussed in hour 3.

The form used for this exercise was "The

10 keys to effective listening."

Examples of each key was

presented, and students were asked to provide additional
examples.

At the end of this class period, students were
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told that they would be required to take a test during the
next class.

The purpose of this was to increase the moti

vational level of the students.
Hour 4
Four additional listening techniques were presented and
thoroughly discussed:

visualization, personalization, out

lining, and summarizing.

Students practiced each technique

as the next technique was presented.
notes were also discussed.

Suggestions for taking

The test was called "The Big Day."

This acted as a motivational device because all the students
had an opportunity to apply the techniques, and they received
high scores on the test.
The topic of listening was concluded with a summary
of all the points that had been discussed.

HOUR 1
BUSINESS LISTENING EXERCISE

RANK-ORDER THE SEVEN ITEMS WHICH YOU CONSIDER TO BE THE MOST
SERIOUS BARRIERS TO EFFECTIVE LISTENING WHILE AT WORK (ONE
BEING THE MOST SERIOUS DOWN TO SEVEN BEING THE LEAST SERIOUS).
1.

Difficulty interpreting nonverbal behaviors.

2.

Personal internal distractions such as hunger,
headaches, or emotionally preoccupied with some
thing else.

3.

Effective listening often takes too much time.

4.

Environmental distractions such as typewriters,
phones ringing, or other people talking.

5.

Detouring (what a person says makes you think of
something else which is off the topic).

6.

The message is ambiguous.

7.

Personal dis-interest in the topic.

8.

Jumping to conclusions about what a person is
going to say before it is said.

9.

Positive and/or negative emotional responses to
ward a speaker, topic, or occasion.

10.

Distracting mannerisms of the speaker such as
stuttering, pacing, or nervous gestures.

11.

Rebuttal tendency (developing a counter argument
before the speaker finishes).

12.

Inattentiveness such as daydreaming or preoccu
pation with other duties.

13.

Rehearsing a response (thinking about what you
have to say rather than listening).

14.

Over-reacting to language such as cursing and
slang.
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HOUR 2
IN F E R E N C E VERSUS
O B SER VA T IO N

Objectives To learn the difference
between observations and infer
ences, gaining a better understand
ing of the way in which inferences
are made and the causes of differ
ences in interpretation.

Group size Unlimited.
Time required 60 minutes.
Materials
Pencils and
sheets for each participant.

answer

Procedure Explain to the participants the difference between an observa
tion and an inference. An observation is a statement of fact; it is verifiable.
An inference, by contrast, is a conclusion or opinion; it is a subjective
evaluation. Although inferences are not verifiable, they are a necessary
mechanism for handling environmental stimuli.
Four short stories follow. Each story has several accompanying truefalse questions which should be given to the participants.* You should read
each story aloud twice. Before going to the next story, give the participants
adequate time to answer the questions on the answer sheet. When the four
stories have been read and participants have answered the accompanying
questions, read the answers and explanations.
You may wish to discuss with the participants the differences between
observations and inferences after the answers have been read. Examples
from the stories will facilitate explanations.
STO R Y A
As you step onto your front porch from your living room, you observe
a delivery truck approaching along the street. You see that your next-door
neighbor is backing her car from her garage into the street in the path of
the approaching truck. You see the truck swerve, climb over the curbing
and come to a stop against a tree, crumpling one of its front fenders.
Answers to Story A (Questions—page
1.
2.
3.

66)

T —that’s what the story says.
?—story doesn’t say that.
?—tree, grass, other parts of truck may have been damaged but not
necessarily.
4. T —that’s what the story says.
5. ?—story says only that next-door neighbor was backing car, but docs not
preclude this possibility.
6. F —story says the contrary.
7. T —that’s what the story says.
S. ?—story doesn’t say whether the truck driver was a man.
9. ?—story docs not preclude this possibility.
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STO RY B
A man, his wife, and his sons, ages 11 and 14, drove across the country on a
vacation trip in their three-ycar-old automobile. They started the trip on a
Friday, the thirteenth day of the month. The wife said she did not like the
idea of leaving on that dnv and the man laughed at her statement. In the
■coTTrse ofTHe trip, the following mishaps occurred: the automobile radiator
sprang a leak, the 11-year-old boy became car-sick for the first time in his
life, the man lost his fishing rod.
Answers to Story B (Questions—Page 66)
1.
2.
3.
4.
5.
6.
7.
8.
9.

F—story says there were two children.
?—car could have been a sedan, a station wagon, or some other type.
?—story states only that she said she did not like the idea.
?—story doesn't preclude this.
T —that’s what the story says.
?—story doesn’t preclude this.
F—story
contains no such mention.
T —story
contains no such mention.
?—story says that he laughed at herstatement that she
did not want to
leave on “ that day”—but does not precludethe possibility
that she
had some reason other than "fear” of Friday the 13th (maybe she
had a party planned.)
STORYC

John and Betty Smith are awakened in the middle of the night by a noise
coming from the direction of their living room. Smith investigates and finds
that the door opening into the garden, which he thought he had locked be
fore going to the bed, is standing wide open. Books and papers are scattered
all over the floor around the desk in one corner of the room.
Answers to Story C (Questions—Page 67)
1. ?- Betty is not necessarily John’s wife or even a “ Mrs.” .
2. ?—story does not say that he did.
3. ?—story doesn’t say—it could be that John or Betty left them scattered
before retiring.
4. F—story says the contrary.
5. ?—story doesn't say.
6. F—story says the contrary.
7. ?—story doesn’t say.
8. ?—story doesn't say that Betty Smith was a "Mrs.” .
9. ?—garden could be in the same direction as the living room, but not
necessarily.
10. ?—story doesn’t say whether or not he saw a burglar.
11. ?—story doesn’t say that Betty Smith was a "Mrs.".
STORY D
A businessman had just turned off the lights in the store when a man ap
peared and demanded money. The owner opened a cash register. The con
tents of the cash register were scooped up, and the man sped away. A mem
ber of the police force was notified promptly.

Answers to Story D (Questions—Page 67)
1. ?—Do you know that the "businessman” and the "owner” are one and
the same?
2. ?—Was there necessarily a robbery involved here? Perhaps the man was
'the rent collector—or the owner's son—they sometimes demand
money.
3. F—an easy one to keep up morale.
4. ?—was the owner a man?
5. ?—may seem unlikely, but the story does not definitely preclude it.
.6. T —that’s what the story says.
7. ?—of course, we don’t know who scooped up the contents of the cash
register or that the man necessarily ran away.
8. ?—the dependent clause is doubtful—the cash register may or may not
have contained money.
9. ?—again, a robber?
10. ?—only three persons if you count the businessman and owner as one—
but can you?
11. ?—dashed? Could he not have "sped away” on roller skates or in a car?
And do we know that he actually left the store?
Discussion Questions
1.

Did scores improve from A-D? Why?

2.

How can we improve our ability, to distinguish between inference and
observation?

3.

How would an inference distort the communication process?

4.

How can accurate observation enhance communications?

5.

Where on the communication process chart do inference and observa
tion occur?

6.

How can we overcome the distorted perception of others?

N O T E T O I N S T R U C T O R : I f a n y o n e h a d a n y d i f f ic u lt y in answering the
questions in these stories, th in k o f the p ro b le m s one m i g h t e n c o u n te r i f
t h e y d id n 't k n o w when th e y were m a k i n g statements o f fact concerning
p e o p le a n d jobs. What are the D I F F E R E N C E S between facts a n d in fe r
ences?
Inferences

S tate m ents o f Facts

» arc m a d e a n y t i m e - b e f o r e ,

0 are m a d e a ft e r observation
o r experience

during, a n d a ft e r observation
e go b e y o n d w h a t one observes

• represent o n ly some degree
o f p r o b a b i li t y
•

usually generate disagreement

•

are u n l im it e d in n u m b e r

•

are c o n f in e d to w h a t one
observes

» represent as d ose
as a n y o n e ever gets
» te n d to get agreement
0 are l i m i t e d in n u m b e r

to

c erta in ty

Handout

IN F E R E N C E VERSU S O B S E R V A T IO N

The leader will read several stories to you. After each story is read, he will
give you time to answer the accompanying questions which you will find
below. After each statement circle the correct response. Mark " T " if the
statement is definitely true on the basis of the information in the story.
Mark " F " if the statement is definitely false. Marking a *'?'' means that you
cannot be certain on the basis of the information in the story. If any part
of the statement is doubtful, mark "?".
STATEMENTS ABOUT STORY A
1. Your next-door neighbor was backing her car into the street in the path
of an approaching truck. T F ? -

2. The delivery truck was traveling at a reasonable speed. T F ?
3. The only damage resulting from the incident was to the truck's fender.
T F ?
4. You saw the truck swerve and climb over the curbing.

T F ?

5. Your neighbor across the street was backing her car out of the garage.
T F ?
6. The truck suffered no damage.

T F ?

7. You saw the truck approaching as you stepped onto your front porch
from your living room.

T F ?

8. The man who drove the delivery truck swerved and ran his truck up over
the curbing. T F ?
9. The delivery truck swerved in order to miss a child playing in the street.
T F ?
STATEMENTS ABOUT STORY B
1. There were fewer than two in the family.

2. The sedan's radiator sprang a leak.

T F ?

T F ?

3. The wife really didn't mind leaving on Friday the13th.
4. A fishing reel was lost.

T F ?

T- F ?

5. The family's trip began on Friday the 13th. T F ?
6. The 11-year-old lost his fishing rod.

7. The story mentions the name

T F ?

of the family takingthe trip.

T

F ?

8. The make of the automobile in which the family made thetrip was not
mentioned in the story. T F ?
9. The man laughed at his wife's fears of Friday the 13th.
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T F ?

STATEMENTS ABOUT S T O R Y C
1. Mrs. Smith was awakened in the middle of the night.

T F ?

2. Smith locked the door from his living room to his garden before going
to bed. T F ?
3. The books and papers were scattered between the time Smith went to
bed and the time he was awakened. T F ?
4. Smith found that the door opening into the garden was shut.
5. Mr. Smith did not lock the garden door.

T F ?

6. John Smith was not awakened by a noise.
7. Nothing was missing from the room.

T F ?

T F ?

T F ?

8. Mrs. Smith was sleeping when she and Mr. Smith were awakened.
9. The noise did not come from their garden.
10. Smith saw no burglar in the living room.

T

F ?

T F ? *
T F ?

11. Mr. and Mrs. Smith were awakened in the middle of the nightby a noise.
T F ?
STATEMENTS ABOUT STORY D
1. A man appeared after the owner had turned o ff his store lights.
2. The robber was a man.

T

T F ?

F ?

3. The man did not demand money.

T F ?

4. The man who opened the cash register was the owner.

T

F ?

5. The store owner scooped up the contents of the cash register and ran
away. T F ?
6. Someone opened a cash register.

T F ?

7. After the man who demanded the money scooped up the contents of
the cash register, he ran away. T F ?
8. While the cash register contained money, the story does not state how
much. T F ?
9. The robber demanded money of the owner.

T F ?

10. The story concerns a series of events in which onlythree persons are
referred to: the owner of the store, a man who demanded money, and a
member of the police force. T F ?
11. The following events were included in the story: someone demanded
money, a cash register was opened, its contents were scooped up, and a
man dashed out of the store. T F ?
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Hour 2
The Art of Listening
by Camille Cates Barnett, Ph.D.
Assistant City Manager
Dallas, Texas
Instructions
Communication is often defined as sending messages, or
getting another person to understand your ideas and feelings.
The other side of the communication process is receiving
information; listening.
These questions are designed to provide a self-assessment
of your listening ability.
Read each question and the
responses carefully; then circle the answer(s).
If you have read these instructions, you are ready to begin.
If not, that is your first clue.
Deduct 10 points from your
final score.
1.

How would you rate your listening comprehension?
A.
B.
C.

2.

I understand about 80 percent of
me.
I understand about 25 percent of
me.
I hear everything that's worth

When I am listening to someone,
lot faster than they can talk.
A.
B.
C.
D.

3.

About normal.
what's said to
About normal.
what's said to
About average.
h earing.

I notice I can think a
This means that:

They are elected officials.
I'm above average in intellect.
The speaker talks slowly.
I'm normal.
The average person can comprehend
about 500 wpm; while a person can speak only about
100 wpm.

The purpose of listening is to:
A.

See if you can find the holes in the other person's
argument.
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B.
C.
D.
E.
4.

What are some of the most common mistakes in listening?
A.
B.
C.

5.

7.

Effective executives establish an agreeable atmosphere
for listening.
These executives avoid the impression of
haste and pressure, and elicit ideas by paying attention.
How do these executives do it?
They don't work in city hall.
Beats me.
They practice.
They avoid interruptions from
themselves.

outside and from

A major barrier to communication is the tendency to
judge, evaluate, approve, or disapprove.
This tendency
to jedge is greatest when:
A.
B.
C.

9.

Give advice.
Interpret the possible implications.
Cross-examine.
Reassure
Paraphrase the content of the
message.
Reflect the underlying feelings.
Invite further contributions.
Ask for a memo and a budget.
What ideas? All I get are problems!

Ask your subordinate to answer #5 above.
Apply a 10
point bonus if your answers are even remotely similar.

A.
B.
C.
D.
8.

Assuming what the person is going to say is unim
portant, uninteresting, too complex, or too
elementary.
Listening only for the "facts," the "bottom line,"
or the "point."
Could you repeat the question?

How would you characterize the way you typically
respond to a subordinate's presentation of an idea?
A.
B.
C.
D.
E.
F.
G.
H.
I.

6.

Solve problems and/or give advice.
Get the other person to see things from your
point of view.
Give yourself time to think up your response.
Give the other person a chance to express his/her
point of view and differences.

We;re discussing our predeccessor's performance.
Feelings and emotions are deeply involved.
We think we can get away with it.

One of the barriers to communication is heightened
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emotions.
In fact, the stronger our feelings, the more
likely it is that we will have trouble with communi
cation.
How can you handle these emotions?
A.
B.
C.
D.
10.

One of the distractions to effective listening is the
use of "trigger words." What is a "trigger word"?
A.
B.
C.

11.

B.
C.
D.

Restating the speaker's message and feelings to his
or her satisfaction.
Telling someone what they should have said.
Summarizing the facts of the speaker's message.
Remembering information you agree with and is easy
to understand.

How do you customarily handle silence in conversations?
A.
B.
C.
D.

13.

The sound Roy Rogers' horse makes.
A word that make s^ou wnat to shoot the person who
said it.
An emotionally-laden word that keeps you from hearing
the rest of the idea.

One of the most important listening skills is para
phrasing.
What is paraphrasing?
A.

12.

Avoid feelings.
Consistently restate the other person's mind.
Only listen to information that doesn't upset you.
Assess what upsets you, why it upsets you, and defer
judgement until you cool off.

The question is a contradiction in terms.
Get it over with as soon as possible— by talking.
Frustration, anxiety, embarrasment. Have been
known to activate EOC if it is prolonged.
Wait.
Use the silence to think about what's been
said and/or to give the other person a chance to
collect his or her thoughts.

If the person you're listening to is boring you, the
chances are good that:
A.
B.
C.
D.
E.
F.

You're boring the speaker too.
You're not listening.
You can help the speaker express ideas more clearly
if you establish eye contact and use posture and
facial expression thay say "I'm paying attention".
You could find some way to place yourself in the sub
ject, if you tried.
You may be missing something important to you— along
with all you are dismissing.
A well-placed "intervention" (i.e., a question,
paraphrasing, a statement about your current emotions)
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G.
14.

What is an effective way to break bad listening habits?
A.
B.
C.
D.

15.

Concentrating.
Analyzing.
Paraphrasing.
Summarizing.
Not talking.
Witholding evaluation.
Patience.

What is an effective way to get people to listen to you?
A.
B.
C.
D.

17.

Lifesavers.
Hypnosis.
Tell your employees to take a listening course.
Practice listening to difficult expository material.

What is the most important listening skill you need
to practice?
A.
B.
C.
D.
E.
F.
G.

16.

could get you and the speaker back on track.
All of the above.

Organize your key points.
Manage your time limits.
Actively and periodically seek feedback.
Listen to them.

Which of the following quotations best characterizes my
approach to listening?
A.
B.

C.

D.

E.
F.

"Words are like leaves, and where they abound,
much fruit of sense beneath is rarely found."
— Alexander Pope
"Who are you, aged man?", I said,
"And how is it you live?"
"And his answer trickled through my head
Like water through a sieve."
— Lewis Carroll
"I know that you believe you understand what you
think I said, but I am not sure you realize what
you heard is not what I meant."
— Anon
"The reason you don't understand me, Edith, is
because I'm talking to you in English and you're
listening in dingbat!"
— Archie Bunker
"Please do not start mouth until brain is in gear."
— Anon
"What I had to learn was that constantly striving to
control has the opposite effect.
One becomes con
trolled. "
— Thomas Banville
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G.

Source:

"The spoken word belongs half to him who speaks,
and half to him who hears".
— French proverb

Public Management

Scoring
The answers to this listening quiz are:
1.
2.
3.
4.
5.
6.
7.
8.
9.

B
C

10.
11.
12.
13.
14.
15.
16.
17.

E
A, B, C

—
—
c, D
B
B, D

C
A

D
G
D
All
All

Give yourself 5 points for each correct answer, then follow
this handy guide for interpreting your socre:
0-30 points
30-60 points
6G-90 points
Above 90
points

You are a very honest person
Above average
Above average for this profession
Resign.
You listen well enough to be making
good money somehwere else!

For Your Next Quiz

.

Listed below are some ways to practice and improve listening
to get you ready for your next listening quiz.
1.

Defer evaluation until you understand the message.

2.

Listen "between the lines"— i.e., notice changing tones
and volume of voice, facial expressions, gestures,
body movement.
How does the speaker feel about what's
being said?

3.

Avoid interrupting.

4.

Think about the topic in advance, when possible.

5.

Concentrate by reviewing previous points, searching
for other meanings, assessing implications, and/or
anticipating what the speaker will say next.

6.

Avoid distractions eg:
don't take calls or let people
wander in the office and take care of those distractions
that do surface.

7.

Learn several systems of notetaking:
which one— if any— you use.

8.

Practice listening to difficult expository material.

9.

You take the minutes of the next meeting— on a flip chart

be flexible in
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so the group can correct your paraphrasing.
10.

Give feedback; ask questions.

11.

Compensate for main ideas and/or words to which you
react emotionally.

12.

Recognize your "psychological deaf spots"— those times
when you "tune out."

These keys are a positive guideline to better listening. In
fact, they're at the heart of developing better listening
habits that could last a lifetime.

10 Keys to Effective Listening

The Poor Listener

The Good Listener

1.

Find areas of interest

Tunes out dry subjects

Opportunizes; asks "What's in
it for me?"

2.

Judge content, not delivery

Tunes out if delivery is poor

Judges content, skips over
delivery errors

3.

Hold your fire

Tends to enter into arguments

Doesn't judge until
comprehension is complete

4.

Listen for ideas

Listens for facts

Listens for central themes

g
C

5.

Be flexible

Takes intensive notes using
only one system

Takes fewer notes. Uses 4-5
different systems, depending
on speaker

w

6.

Work at listening

Shows no energy output.
Attention is faked.

Works hard, exhibits active
body state.

7.

Resist distractions

Distracted easily

Fights or avoids distractions,
tolerates bad habits, knows
how to concentrate

8.

Exercise your mind .

Resists difficult expository
material; seeks light,
recreational material

Uses heavier material as exercise
for the mind

9.

Keep your mind open

Reacts to emotional words

Interprets color words; does not
get hung up on them

Capitalize on fact: thought
is faster than speech

Tend to daydream with slow
speakers

Challenges, anticipates, mentally
summarizes, weighs the evidence,
listens between the lines to tone
of voice

10.

HOUR 4
METHODS TO USE IN INSTRUCTING LISTENING SKILLS

In the business world a large portion of the day is spent in activities
that require efficient listening behavior.
Executives are required to
not only be good listeners, but to also remember what they hear. There
fore, one of the major objectives in .listening instruction should be to
help students obtain, or perfect, their skill of listening to remember.
Creating Listening Skills Tests
Simple tests, to show students how good their listening skills really
are, can be created by instructors. Almost any story from a book or mag
azine will work.
If you-have trouble in finding a good story or selec
tion, you can use the following.
Instruct your students to listen care
fully while you read "The Big Day." After reading it, hand out a copy
of the "Listening Questions," which you have reproduced.
Ask the par
ticipants to circle the letter of the correct answer.
After all have
completed answering the questions, read the correct answers and allow
the students to grade their own paper.
The fewer questions missed, the
better the score.
EXAMPLE 3

The Big Day (2,3)
Frank and Carol Johnson staggered out of bed at 5:40 a.m.
I.t was the
long awaited day, July 14, when the family would start its annual 12-day.
vacation.
They got dressed.
Frank went into the kitchen while Carol got the two
children, Mike, age 11, and Debbie, age 8, out of bed.
Mike was the
first one dressed.
He came down in 15 minutes.
Debbie followed along
five minutes later.
By this time Frank had gulped down a cup of coffee and a couple slices
of toast.
Carol drank a glass of grapefruit juice and was on her second
cup of coffee.
They had packed the night before so they were ready to go. The children
were not hungry and were anxious to get started, so Frank had another
quick cup of coffee, they all hopped in the car, and pulled out of the
driveway at 6:45 a.m.
"Right on schedule," Frank said.
"Our reservations for tonight are 480
miles away." After driving for an hour and a half the children said
they were hungry.
Frank spotted a roadside restaurant, the "Cosy Kitch
en," so they pulled in for breakfast.
The children had orange juice, milk and pancakes.
Frank and Carol had
eggs and bacon.
Breakfast took 35 minutes.
Then they were back on the
road again.

SOURCE:

ROBERT RASBERRY, SOUTHERN METHODIST UNIVERSITY
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EXAMPLE 3 ( C o n tin u e d )

Carol had brought comic books along so the children read those for a
couple hours.
Then they started amusing themselves by arguing with each
other.
Frank broke the monotony by stopping for hamburgers at 1:30.
Everybody
got along fine for the next two hours until one of the comic books got
torn.
Then it was sheer bedlam for the next few hours with Carol play
ing referee.
They finally pulled into their motel, haggard and worn, ten hours and
twenty minutes after they had left the driveway.
The annual family va
cation of fun and relaxation had officially begun.

EXAMPLE 4

Listening Questions (2,4)
1.

The last name of the family was:
Johnson (d) Anderson.

(a) Olson (b) Peterson (c)

2.

Frank and Carol got out of bed at:
5:50.

3.

The vacation started on:
July 10.

4.

The boy's name was:

5.

His age was:

6.

The girl's name was:

7.

Her age was:

8.

The time it took the boy to get dressed and come downstairs was:
(a) 5 minutes (b) 10 minutes (c) 15 minutes (d) 20 minutes.

9.

Before they left Frank had:
(a) 2 cups of coffee and toast (b)
orange juice and coffee (c) only one cup of coffee (d) only 2 cups
of coffee.

10.

Before they left Carol had:
(a) orange juice and coffee (b) grape
juice and coffee (c) toast and coffee (d) grapefruit juice and
cof f ee.

11.

The length of the vacation was to be:
two weeks (d) 16 days.

(a) 5:20 (b) 5:40 (c) 5:30 (d)

(a) July 4 (b) July 14 (c) July 20 (d)

(a) Mike (b) Peter (c) Mickey (d) Mat.

(a) 8 (b) 12 (c) 10 (d) 11.
(a) Cindy (b) Peggy (c) Debbie (d) Cathy.

(a) 7 (b) 11 (c) 8 (d) 9.

(a) 10 days (b) 12 days (c)

V
EXAMPLE' 4 (Continued)

12.

They left their driveway at (a) 6:45 a.m. (b) 7:00 a.m. (c) 6:30
a.m. (d) 6:20 a.m.

13.

The distance they had to drive the first day was (a) 20 miles (b)
480 miles (c) 460 miles (d) 440 miles.

14.

They stopped for breakfast after driving:
(a), one hour (b) one and
a half hours (c) 45 minutes (d) one and a quarter hours.

15.

The name of the restaurant where they had breakfast was:
(a)
Country Kitchen (b) Village Kitchen (c) Home Style Kitchen (d) Cosy
Kitchen.

46 .

*"

For breakfast the children ate:
(d) french toast.

(a) cereal (b) pancakes (c) eggs

17.

For breakfast Frank and Carol ate:
eggs (d) french toast.

(a) cereal (b) pancakes (c)

18.

The amount of time spent for breakfast was:
half hour (c) 35 minutes (d) 45 minutes.

19.

Frank stopped for hamburgers at:
1:15.

20.

In the car the children ate:
(d) was not mentioned.

21.

In the afternoon the children started arguing over:
(a) a game ■
they were playing (b) nothing (c) a torn comic book (d) pushing
each other.

22.

The time between leaving their driveway and arriving at the motel
was:
(a) 10 hours (b) 10 and a half hours (c) 10 hours and 40
minutes (d) 10 hours and 20 minutes.

(a) 25 minutes (b) a

(a) 12:30 (b) 1:30 (c) 1:00 (d)

(a) snacks (b) fresh fruit (c) candy

EXAMPLE 5

The Big Day Answers (2,3)
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.

(c)
(b)
(b)
(a)
(d)
(c)
(c)
(c)
(a)
(d)
(b)

Johnson
5:40
July 14
Mike
11
Debbie
8
15 minutes
2 cups of coffee 4 toast
Grapefruit juice & coffee
12 days

)

12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.

(a)
(b)
(b)
(d)
(b)
(c)
(c)
(b)
(d)
(c)
(d)

6:45 a.m.
480 miles
1 1/2 hours
Cosy Kitchen
Pancakes
Eggs
35 minutes
1:30
was not mentioned
a torn comic book
10 hours & 20 min.
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1

WRITING SKILLS LESSON PLAN
OBJECTIVES >

1.

The students will do secondary research.
The purpose of this
exercise is to have the students find out the importance of
correct writing in business.

2.

The students will read and review writing skills principles.
These are principles that the students should have learned
but need to review.

3.

The students will apply writing skills principles to written
exercises.

4.

The students will discuss their answers to the writing skills
exercises as a class.

-

SUGGESTED TEACHING TIME*
This unit will take approximately 4 hours.
Class Period 1

Introduction to Course
Give Assignment titled The
Importance of Correct Writing
in Business for Class Period 3

Class Period 2

Grammar Survey (Allow 50 minutes)

Class Period 3

Assignment— The Importance of
Correct Writing in Business (Allow
50 minutes)
Assign to the students for class
period 4 selected pages in chapters
2, 3, and the appendix.
(See
Reading Assignment)

Class Period 4

Writing Skills Exercises (Allow
50‘ minutes)

Class Period 5

Go over exercises in class (Allow
50 minutes)

Class Period 6

Grammar Survey:" (Allow 50 minutes)
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ACTIVITIESi
1.

INTRODUCTORY ASSIGNMENT.
in Business)

(The Importance of Correct Writing

With the instructor’s guidance, the students should discuss
the importance of correct writing in business.
To help generate this discussion, the students should do
secondary research.
The students' source of information
may come from a journal, newspaper, or book.
To ensure class participation, the students should turn this
assignment in on a 4 x 6 card.
The instructors will be pro
vided with the cards.
These cards will be given to the
students to use. The cards should contain the following
information.
Name
Section
Bibliography Entry
Summary
The class discussion should be conducted in the following
manner.
(a) Have the students break up into 6 groups with
4-5 people in each group.
(b) Each group member should discuss his/her report
with the group.
(c) The group should select the most interesting or the
most significant of the readings.
(d) When all groups have selected one reading, then
each group will make an oral presentation of it
to the class.
(e) With the class making suggestions, the instructor
should write on the board a list restating the
importance of correct writing in business.
(f) Have students turn in their cards to the instructor.
(g) The instructors should give these cards to Larry.
2.

READING ASSIGNMENT.
The students will read from Business Communications by Himstreet
and Baty the following pages*
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2.

3.

READING ASSIGNMENT.

(Continued)

A.

Chapter 2. The students should start reading on page
"Categories of Words" and stop reading on page 35*
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B.

Chapter 3. The students should start reading on page 58
"Sentences" and stop reading on page 62 "Expletives,"

C.

Appendix— I,Grammar,
The students should start reading
on page 489 and stop reading on page 520 "Spelling,"

WRITTEN ASSIGNMENT.
The students will use Business Communications by Himstreet
and Baty as a reference to help them with the written exercises.
The students will receive a copy of the written exercises and ■
an answer sheet. The students should write on the answer
sheet. Reference pages in the textbook are listed with each
exercise.
The class will be divided into 6 groups with 5 people in each
group.
These groups will do the following exercises.
Group
Group
Group
Group
Group
Group

1
2
3'
4
5
6

—
—
—
—
—
—

Exercises 2 and 3
Exercise 4
Exercises 5» 6 , and
Exercises 8 and 11
Exercises 12 and 13
Exercises 14 and 15

The group will discuss the exercises they have been assigned.
They should refer to the principles in the appendix on pages
489-520.
The principle page and number should be written
with each sentence.
4.

CLASS DISCUSSION OF EXERCISES.
A transparency with all the assigned exercises has been
prepared for each instructor.
Please use this visual aid
while discussing the exercises.
Each group will present their answers to the class stating
the principle page and number.

5.

ANSWER KEY.
Each instructor has been provided with a manual that
accompanies the textbook.
Please refer to the following
pages for the answers to the exercises.
Exercise
2
3
4
5
6

Text
539
540
541
541
542

Manual
108
109
109
109
109
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5.

ANSWER KEY.

(Continued)
Exercise
7
8
11
12
13
14
15

Text

~5I+2
5if2'-5*0
54 4

■

545
545-546
54-6
547

Manual
10 9
110
112
112
112
112-113
113
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WRITING SKILLS EXERCISES

EXERCISE 2

1.a,
b.
2.a.
b.

I heard from the representative last week.
I received a call from the representative last week.
She takes rapid dictation.
She takes dictation at 125 words per minute.

3.a » Thank you for answering our questions about your payments,
b. Thank you for letting us know about your bankruptcy suit
and your pending divorce.
4.a.
b.

Ms. Woods clarified issues.
Clarification of issues was done by Ms. Woods.

5.a.
b.

Mr. Welch made the errors.
The errors were made by Mr. Woods.

6 .a.
b.

The plant will be three miles
The plant will be three miles

West of Springfield,
west of Springfield.

EXERCISE 3
1.

The carpenter, not the helpers,

2.

Everyone is being asked to submit (his or her, their) proposal.

3.

Each clerk and each stenographer is expected to bring (his
her, their) recording instrument.

k.

Neither the student nor the teacher could remember (his or
her, their) Social Security number.

5.

The

6 . The
7.

(is, are) responsible.

committee submitted (its, their) report.
manager and (I, me) are expected to attend,

One copy was addressed to John and (I, me).

8 . Those remarks were intended for you and (me, I).
9.

The

arrangement, is to be between you and (he, him).

10.

Those presents are for you and (her,

she).

11.

We are concerned about (him, his) transferring from the
marketing to the finance department.

or
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12.

George appreciated (our, us) filing that report.

13.

I shall appreciate (your, you) returning the forms before the
13th.

1^.

(Who, Whom) is there?

15.

She (who, whom) studies hard should makegood grades.

1 6 . For (who, whom) was the report written?
17.

To (who, whom) shall I address the package?

18.

John is a man (who, whom) we can trust,

19.

Jane is a woman (who, whom) can be trusted.

20.

(Who, Whom) did you designate?

21.

(Who, Whom) was designated?

22.

Prepare ribbons for the pets (who, that)won prizes.

'

23.

The dial was set incorrectly.
an explosion.

2*f.

The papers were arranged numerically.
saved many hours of work.

25•

The clock- stopped,
(This, This mechanical failure) is the
reason for our delay.

EXERCISE

(This, This error) caused
(It, This system)

k

1.

If the statement (was, were) accurate, I would have paid in full.

2.

If I (was, were) looking for a used truck, I would consider
this one.

3.

The farmer and his employee (was, were) invited to the
demonstration.
The superintendent, not her subordinates,
the research.

5.

The subordinates, not the directors,
research.

(is, are) doing

(is, are) doing the

6.

Neither George nor John (is, are) responsible.

7.

Either Ms. Wren or her secretaries (is, are) responsible.

8.

Either the secretaries or Ms. Wren (is, are) responsible.

9.

A report on these projects (is, are) being prepared.

10.

Only one of these persons (is-, are) to be promoted.

11.

The news (is, are) encouraging.

12.

"The Market Places" (is, are) to appear in a later issue of
our magazine.

13.

Mason and Edwards (is, are) the latest firm to sign the
agreement.

14-.

"We pay taxes" (was, were) selected as

the committee's slogan.

15.

He (doesn’t, don't) want a transfer.

16.

(I, The undersigned) will accept the responsibility.

17.

Apparently,
of Denver.

18.

That subject (was, is, will be) discussed in Chapter 5»

19.

The typist worked rapidly but (makes, made) three effors on
each page.

20.

The typist works rapidly and (made, makes) few errors.

the pilot forgot that Kansas City (is, was) east

EXERCISE 5
1.

The machines have been cleaned by our own repair department.

2.

These figures were stated correctly by

3.

The information was collected by Mr. Ward.

4.

This page has been typed perfectly.

5.

The floors have been kept spotlessly clean.

EXERCISE 6
1.

Our personnel will bring lunch to us.

2.

John made an error.

3 . You gave us some incorrect information,
i|-. You made a mistake in checking my paper.
5 . I will file a complaint.

our accountant.
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EXERCISE 7
1.

The applicant seemed (nervous, nervously).

2.

The representative looked (suspiciously, suspicious).

3.

The representative looked (suspiciously, suspicious) at the
cashier,

4-. Our mechanics are (real, really) well trained,
5.

The training is (very, real) good.

6.

The exercise was (unusually, real) short.

7.

John is the (oldest, older) of all our employees.

8.

Carl is the (friendliest, friendlier) of the two.

9.

Carol's work is the (best, better) of all.

EXERCISE 8
1.

Evaluated the report today.

2.

It is recommended that you submit another bid.

3.

There are some adjustments that need to be made.

4.

The information was taken from an article in the Daily News,
which was written by Paul Hurd.

5.

George only travels to Panama} Vern travels to all countries
in Central America.

6.

When a small boy, a waitress encouraged me to study culinary
art.

7.

Working steadily throughout the day, overtime has been almost
eliminated.

8.

To succeed in this job, a college degree is essential.

9.

The job requires skill in (1) typing, (2) taking shorthand,
(3) duplicator work, and (4) using the telephone.

10.

Proceed in this mannerj (1) check the oil gauge, (2) set the
dial at the choke position, and (3) pressing on the start
button.

11.

Where is the plant located at?

12.

We plan to quickly conclude the operation.
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EXERCISE 11

l.a.
b.

This firm's salary schedule.
This firms’ salary schedule.

2.a.
b.

This girls' mother.
This girl's mother.

3.a.
b.

Mrs. Smith's house.
Mrs. Smiths’ house.

4.a.
b.

Mr. Eads's phone,
Mr. Eads' phone.

5.a.
b.

Mr. Edwards's report,
Mr. Edwards' report.

6.a.
b.

Last weeks' figures.
Last week's figures.

7.a.
b.

Two week's pay.
Two weeks’ pay.

8.a.
b.

Bill and Harry's paint stores.
Bill's and Harry's paint stores.
(Assume that joint ownership is not involved.)

9.a.
b.

They anticipated John's resigning from the force
They anticipated John resigning from the force.

10.a.
b.

■

-

This contains too many "I's."
This contains too many "s."

EXERCISE 12
1.a.
b.
2.a.
b.

The
(2)
The
(2)

contract will call for (1)a $300 payment on July 1 and
a $600 payment
on November 1.
contract will call fori
(1) a $300 payment on July 1 and
a $600 payment on November 1.

The contract will stipulate two separate payments*
(1) $300
on July 1 and (2) $600 on November 1.
The contract will stipulate two separate payments (1) $300
on July 1 and (2) $600 on November 1.

3.a.
b.

The machine has an
The machine has an

4.a.
b.

Dear Mrs. Woods?
Dear Mrs. Woods*

outstanding feature? durability,
outstanding feature? durability.

1C7

5.3-.
b.

For Rent:
four-bedroom house,
For Rentj four-bedroom house.

6.a.
b.

Begin at:
9*^5 A.M.
Begin at 9»45 A.M.

EXERCISE 13
1.

The agreement was made on January 4, but it was not signed
by anyone until January 14.

2.

Because of increased overhead expenses the selling price will
have to be increased by 5 percent.

3.

If the buyers had been more selective our sales representative
would be more successful.

4.

As the committee recommended these services will be discontinued.

5.

When you return the form include the advance reservation fee.

6.

The mixture is to include three vegetables:
carrots.

7.

Please prepare a short simple explanation of procedures.

8.

The statement that

9.

An electric adding machine which we can easily afford will
do this job satisfactorily.

10.

peas corn and

we sent yesterday was incorrect.

Carl Baker chairman of the committee will present a short
report.

11.

The contract should reach the Las Vegas Nevada office before
March 1.

12.

Yes it was on November 20 1972 that I last worked for

13.

Mr. Wilbur we must

charge' more not less.

14.

Model C got 26 miles per gallon? Model D 31.

15.

The results have been verified haven't they?

EXERCISE 14
l.a.
b.

One man (Bill Phillips) gathered all these data,
One man--Bill Phillips--gathered all these data.

her.

2.a.
b.

"These policies . . , are subject to review by the board,
"These policies are subject to review by the board."

3.a.
b.

Pass through lane.
Pass-through lane.

if.a.
b.

Four day tours.
Four-day tours.

5.a.
b.

A new car dealer.
A new-car dealer.

6.a.
b.

Ms. Miller.
Mrs. Miller.

7.a.
b.

Get a copy of "Body Language."
Get a copy of Body Language.

8.a.
b.

Ask for "Butch" Jones.
Ask for Butch Jones.

9.a.
b.

Thank you for sending us your "conclusions
Thank you for sending us your conclusions.

10.a.
b.

The officer said "We should proceed."
The officer said we should proceed.

EXERCISE 15
1.

All groups have endorsed Plan A it is being adopted.

2.

If you get time to study, take the exam on Friday but if
you don't get time to study, take it the following Monday,

3.

The proposal was made on January
however, it will not be
discussed by the committee until January IB.

if. The following people were absent more than five timesi
George.Worth, 6 times, James Nash, 7, Calvin Jones, 7, and
Warren Welch, 8.
5.

We have seen some evidence of sagging morale, for example,
rejects have increased by 13 percent.

APPENDIX C
THE GRAMMAR SURVEY
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ENGLISH GRAMMAR SURVEY
Effective use of the English language is becoming more
and more critical in the business environment.
In addition
to the traditional writing situations, the advent of electro
nic mail and computer conferences have put unique demands on
the business professional.
The purpose of the attached survey is to help us iden
tify the areas in which we can most help students prepare
for their business careers.
Once we know the areas that
cause problems, we will be able to structure the class in
the most beneficial manner.
The feedback you receive from
this survey will help you identify the areas that you need
to emphasize for self-improvement.
There are 25 incorrect sentences in this survey.
After
you read each sentence, mark the letter on the computer
answer sheet which represents the correct form of the sen
tence.
Complete this for each of the 25 sentences.
If you
are not sure of the correct answer, mark the one which you
consider to be the most appropriate.
Do Not mark more than
one answer for each sentence. However, be sure to mark one
answer for each of the 25 sentences.
Analyze each of the sentences carefully.
Do not be dis
appointed if you are not sure about the correct alternative,
but exert a conscious effort on each sentence.
When you have selected the 25 best answers, please ans
wer questions 26-35 on the computer sheet.
These questions
are designed to help us obtain more information about the
College of Business students at LSU.
Also, be sure to sign
your name so that we may give you the results of the test.
One important last point.
This test will not be used to
determine your grade in any way.

**PLEASE DO NOT WRITE ON THE TEST PAPER— ONLY THE
ANSWER SHEET**

ENGLISH GRAMMAR SURVEY
25 questions--choose the right answer
Please make no marks on this test
1.

He worked diligently to prepare a good report, however,
when he submitted it, he did not expect such a good grade.
a.

b.

c.

d.

2.

3.

He worked diligently to prepare a good report, when
he submitted it, however, he did not expect such a
good grade.
He worked diligently to prepare a good report,
ever, when he submitted the report, he did not
such a good grade.

how
expect

To prepare a good report, he worked diligently, how
ever, when he submitted it, he did not expect such
a good grade.
He worked diligently to prepare a good report; how
ever, when he submitted it, he did not expect such a
good grade.

Wood products are in high demand, new outlets are spring
ing up all over the country.
a.

Wood products are in high demand; new outlets are
springing up all over the country.

b.

Wood products are in high demand, new outlets spring
up all over the country.

c.

Wood products are in high demand new outlets are
springing up all over the country.

d.

New outlets are springing up all over the country,
wood products are in high demand.

Because medicine is rewarding both for the satisfaction
of serving humanity and for the enormous financial comsensation such a career offers.
a.

Because such a career offers both the satisfaction
of serving humanity and because of the enormous
financial compensation rewarded in medicine.

b.

A career in medicine is rewarding both for the
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satisfaction of serving humanity and for the enormous
financial compensation such a career offers.

4.

c.

Because medicine is rewarding both for the enormous
financial compensation and for the satisfaction of
serving humanity such a career offers.

d.

Because of rewards both in terms of the satisfaction
of serving humanity and in terms of enormous finan
cial compensation.

Business people are beginning to see the advantages of
word processing, for many, it has become a routine part
of efficient management.
a.

b.

c.

d.

5.

6.

Business people are beginning to see the advantages
of word processing for many, it becomes a routine
part of efficient management.
Business people were beginning to see the advan
tages of word processing, for many it has become a
routine part of efficient management.
Business people are beginning to see the advantages
of word processing for many, it has become a routine
part of efficient management.
Business people are beginning to see the advantages
of word processing.
For many, it has become a rou
tine part of efficient management.

As a result of the earthquake, the dam bursted; con
sequently, the areas downstream were flooded.
a.

As a result of the earthquake, the dam burst; con
sequently, the areas downstream were flooded.

b.

As a result of the earthquake, the dam bursted, con
sequently, the areas downstream were flooded.

c.

As a result of the earthquake, the dam bursted.
sequently, the areas downstream were flooded.

d.

As a result of the earthquake, the dam bursted, and
consequently, the areas downstream were flooded.

Con

There are two solutions to the water pressure problem.
Installing pumps in the pipeline and bringing water from
higher up in the mountains.
a.

There are two solutions to the water pressure problem.
Installing pumps higher up in the pipeline and
bringing water from the mountains.
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8.

b.

There were two solutions to the water pressure prob
lem.
Installing pumps in the pipeline and bringing
water from higher up in the mountains.

c.

There are two solutions to the water pressure prob
lem:
installing pumps in the pipeline and bringing
water from higher up in the mountains.

d.

To the water pressure problem, there are two solu
tions.
Installing pumps in the pipeline and bringing
water from higher up in the mountains.

We must use every possible means of improving sales our
competitors are leaving us behind.
a.

We must use every possible means of improving sales
because our competitors are leaving us behind.

b.

We must use every possible means of improving sales,
our competitors are leaving us behind.

c.

Our competitors are leaving us behind, we must use
every possible means of improving sales.

d.

We must use every possible means of improved sales
our competitors are leaving us behind.

The Milky Way is a spiral galaxy, its twin, the Andromeda
galaxy, is also a spiral.
a.

The Milky Way is a spiral galaxy, its twin the
Andromeda galaxy is also a spiral.

b.

The Milky Way is a spiral galaxy; its
Andromeda galaxy, is also a spiral.

twin, the

c.

The Milky Way is a spiral galaxy, its
Andromeda galaxy, is a spiral also.

twin, the

d.
9.

The Milky Way is a spiral, its twin, the Andromeda
galaxy, is also a spiral.

Research has shown that customers are only satisfied when
they receive manimum benefits.
a.

Research has showed that customers are only satisfied
when they receive maximum benefits.

b.

Research has shown that customers are only satisfied
when they received maximum benefits.

c.

When they receive maximum benefits, research has shown
that customers are only satisfied.
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d.
10.

11.

12.

13.

Research has shown that customers are satisfied only
when they receive maximum benefits.

A check, as well as three receipts, were found in the
briefcase.
a.

A check as well as three receipts were found in the
briefcase.

b.

Three receipts, as well as a check, was found in the
briefcase.

c.

Three receipts as well as a check was found in the
briefcase.

d.

A check, as well as three receipts, was found in the
briefcase.

Warner is the only one of the Doe brothers who go to
LSU.
a.

Warner is the only one of his brothers who go to LSU.

b.

Warner, only one of the Doe brothers, go to LSU.

c.

None of the Doe brothers, except Warner, go to LSU.

d.

Warner is the only one of the Doe brothers who goes
to LSU.

Neither of the applicants he recommended were suitable
for the job.
a.

Neither of the -applicants who recommended him were
suitable for the job.

b.

Neither of the applicants he recommended are suitable
for the job.

c.

Neither of the applicants, he recommended, were
suitable for the job.

d.

Neither of the applicants he recommended was suitable
for the job.

The typewriter use

to be stored here, but it was stolen.

a.

The typewriter

use to be stored here but it was stolen.

b.

The typewriter
stolen.

used to be stored here, but it was

c.

The typewriter use to be stored here— but it was stolen.
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d.
14.

15.

16.

17.

Before it was stolen, the typewriter use to be
stored here.

Lying on the chairman's desk under a coffee cup, the
clerk found his missing paper clip.
a.

Lying on the chairman's desk, the clerk found his
missing paper clip under a coffee cup.

b.

The clerk found his missing paper clip lying under
a coffee cup on the chairman's desk.

c.

Lying under a coffee cup on the chairman's desk, the
clerk found his missing paper clip.

d.

The clerk, lying under the coffee cup on the chair
man's desk, found his missing paper clip.

The account audited the banks both were found to be sol
vent .
a.

The accountant auditing the banks both were found to
be solvent.

b.

The accountant audited the banks, and both were found
to be solvent.

c.

The accountant audited the banks, both were found to
be solvent.

d.

The accountant auditing banks, both was found to
be solvent.

The meeting lasted for three full hours.
Even though we
discussed only one change in office policy.
a.

The meeting lasted for three full hours; even though
we discussed only one change in office policy.

b.

The meeting lasted for three full hours.
we discusses one change in policy.

Even though

c.

The meeting lasted for three full hours.
discussed one change in policy.

We only

d.

The meeting lasted for three full hours even though
we discussed only one change in office policy.

Each of the
new clients are interviewed before
assigned toa counselor for testing.
a.

being

Each of
the new clients were interviewed before being
assigned to a counselor for testing.
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b.

Each of the new clients is interviewed before being
assigned to a counselor for testing.

c.

Before being assigned, each of the new clients are
interviewed by a counselor for testing.

d.
18.

19.

20.

Each of the new clients are interviewed, before
being assigned to a counselor for testing.

By specifying standard resistors, the total chassis
cost is reduced.
a.

By specifying standard resistors; we can reduce the
total cost of the chassis.

b.

By specifying standard resistors, we can reduce the
total cost of the chassis.

c.

By specifying standard resistors; the total chassis
cost can be reduced.

d.

By specifying standard resistors, the total cost of
the chassis can be reduced.

Margaret visited Ms. King while she was waiting for her
broken arm to h e a l .
a.

Margaret visited Ms. King, while she was waiting for
her broken arm to heal.

b.

Ms. King was visited by Margaret while she was waiting
for her broken arm to heal.

c.

While Ms. King was waiting for her broken arm to heal.
Margaret visited her.

d.

When Margaret visited Ms. King,
her broken arm to heal.

she was waiting for

The local weather bureau was suppose to issue hourly
bulletins during stormy weather; however, such bulletins
were issued only daily.
a.

The local weather bureau was suppose to issue hourly
bulletins during stormy weather, now, however, such
bulletins are only issued daily.

b.

The local weather bureau was supposed to issue hourly
bulletins during stormy weather; however, such bulle
tins were issued daily.

c.

The local weather bureau was suppose to issue bulle
tins hourly during stormy weather; however, such
bulletins are issued daily.
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d.

21.

22.

23.

24.

The local weather bureau is suppose to issue hourly
bulletins during stormy weather; however, such bulle
tins are issued daily.

The product sold well in the Houston area now we are pre
paring to try it in the New Orleans area.
a.

The product sold well in the Houston area now, we are
preparing to try it in the New Orleans area.

b.

The product sold well in the Houston area; now we
are preparing to try it in the New Orleans area.

c.

The product sold well in the Houston market we are
preparing to try it in the New Orleans area now.

d.

The product sold well in the Houston market, we are
now preparing to try it in the New Orleans area now.

Health care specialists of all kinds being the largest
group, salespersons the smallest group.
a.

Health care specialists of all kinds, being the lar
gest group, salespersons the smallest.

b.

Salespersons being the smallest group, health care
specialists of all kinds being the largest group.

c.

Health care specialists of all kinds are the largest
group, salespersons the smallest group.

d.

Health care specialists— of all kinds being the
largest group-.-salespersons the smallest.

Several deer frunk from the polluted stream and died
within a week's time.
a.

Several deer which drunk from the polluted stream
died within a week's time.

b.

Several deer had drank from the polluted stream and
died within a week's time.

c.

Several deer drank from the polluted stream and died
within a week's time.

d.

Within a week's time, several deer which had drank
from the polluted stream died.

In sifting through the debris, it was discovered that the
fire had been caused by defective wiring.
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25.

26.

a.

In sifting through the debris, it was discovered:
that the fire had been caused by defective wiring.

b.

Sifting through the debris, it was discovered that
" the fire had been caused by defective wiring.

c.

In sifting through the debris, firemen discovered
that the fire had been caused by defective wiring.

d.

It was discovered that the fire had been caused by
defective wiring, in sifting through the debris.

Everyone in the company has a legal right to their full
pension at age 65.
a.

Everyone in the company have a legal right to their
full pension at age 65.

b.

Everyone in the company has legal rights to their
full pension at age 65.

c.

Everyone in the company has a legal right to their
full pension at age 72.

d.

Everyone in the company has a legal right to his or
her full pension at age 65.

Have you completed English 1002
or its equivalent?
a.

27.

What is
a.
b.

28.

b.

No

your approximate GPA?

1.5 - 2.0
2.0 - 2.5

c.
d.

2.5 - 3.0
3.0 plus

What is your status at LSU?
a.
b.

29.

Yes

(Freshman composition)

Freshman
Sophomore

c.
d.

Junior
Senior

What is your major?
a.

Finance, Accounting, or Economics

b.

Marketing or Management

c.

General Business

d.

Other in the College of Business

e.

Other than Business
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30.

31.

32.

33.

34.

What has been your reaction to previous English classes
you have taken?
a.

Enjoyed very much

d. Disliked

b.

Enjoyed

e. Disliked extremely

c.

Neutral

How do you evaluate your writing skills?
a.

Excellent

d. Poor

b.

Good

e. Very Poor

c.

Average

In college composition courses, grammar was
a.

emphasized very heavily

b.

emphasized heavily

c.

emphasized to some

extent

d.

not brought up as part of the course

e.

presented as being of little value

In high school composition

(English)

courses, grammar was

a.

emphasized very heavily

b.

emphasized heavily

c.

emphasized to some

d.

not brought up as part of the course

e.

presented as being of little value

extent

I learned the most that I know about grammar
a.

from college

b.

from high school

c.

from grade school

d.

from parents/home

e.

from other
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35.

I see a strong understanding of "proper" grammar as being
a.

essential to effective communication

b.

very useful for effective communication

c.

of some value for effective communication

d.

of little relevance for effective communication

e.

a hindrance to effective communication

APPENDIX D
ITEM LOCATION INDEX FOR SUB-SCALES
ON THE
GRAMMAR SURVEY
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Item Location Index for Sub-Scales
on the
Grammar Survey

Grammatical Error
Measured

Instrument Item
Number

Comma Splice

1,

Misplaced Modifier

2

,

4, 8
9, 15

Sentence Fragment

3,

Verb Form

5, 13, 20, 23

Fused Sentence
Subject Verb Agreement
Dangling Participle
Pronoun Reference

6, 16, 22

7, 21
10, 11/ 12, 17
14, 18, 24
19, 25
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